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ABSTRACT 
This study examined Impact of Nigeria Certificate in Education by Distance 
Learning System on the Professional Competence of Graduates in Benue State, 
Nigeria. The study was carried out in the three educational zones of Benue 
State. Through random sampling technique, questionnaire was administered on 
504 NCE by DLS graduates and 126 graduates were rated by their 
employers/head teachers. A total sample of 630 graduates used for the study 
were drawn from both urban and rural study centres. The study used 
descriptive survey design. Data were collected using two instruments. The 
employers/ head teachers used NCE by DLS Employer Rating Scale (NERS) to 
rate the graduates working with them while NCE by DLS Graduate 
Performance Questionnaire (NGPQ) was administered on the graduates. 
Sixteen research questions and sixteen hypotheses were formulated for the 
study. The research questions were answered using the mean and standard 
deviation scores, while the hypotheses were tested at 0.05 level of significance 
using t – test analysis. Results from the study revealed that NCE by DLS had 
significant positive impact on the professional competence (p<0.05), content 
mastery (p<0.05), teaching methods (p<0.05), and assessment skills (P<0.05) 
of the graduates. The results equally revealed that the ratings of NCE by DLS 
by the graduates and their employers on the graduates’ professional 
competence (p>0.05), content mastery (p>0.05), teaching methods (p>0.05), 
and assessment skills (p>0.05) did not significantly differ. Also found out was 
that NCE by DLS graduates significantly differed in professional competence 
(p<0.05), content mastery (p<0.05), and assessment skills (P<0.05) as those 
from urban study centres were significantly rated higher than those from rural 
study. Equally discovered was that male and female NCE by DLS graduates 
did not significantly differ in professional competence (p>0.05), content 
mastery (p>0.05), teaching methods (p>0.05), and assessment skills (P>0.05). 
Based on the findings, the study recommended that NCE by DLS graduates 
should not be discriminated against during employment because NCE by DLS 
is not a deficit mode of teacher education.   
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  CHAPTER ONE 
    INTRODUCTION 
 
1.1 Background of the Study 
Education is recognized all over the world as the cutting edge of national 
development as it offers all citizens the opportunity to contribute to the 
development of their communities. The importance of teachers in sufficient 
number and quality in the education system cannot be overemphasised. That is 
perhaps why the National Policy on Education (FME, 2004) recognizes the 
teacher factor as the most important in quality education when it asserts that, 
“since no education system may rise above the quality of its teachers, teacher 
education shall continue to be given major emphasis in all the educational 
planning and development” (p. 30). The education system of any nation therefore 
depends on how well trained the teachers are.  
Lack of qualified teachers has been identified as one of the greatest 
problems militating against the provision of quality education in Nigeria. For 
example, the EFA Global Monitoring Report (UNESCO, 2014) indicated that 
Nigeria had the largest gap to fill as it needed 212,000 primary school teachers 
between 2011 and 2015 which was 13% of the global total. Despite the best 
efforts of government, Nigerian schools still experience huge teacher shortages 
with teacher/pupil ratio always well above the recommended average of one 
teacher to 35 pupils at the primary level and one teacher to 40 students at the 
secondary level (UNESCO, 2014). This would have been worse if only teachers 
who had the minimum teaching qualifications were engaged to teach. High pupil-
teacher ratio is a consequence of unavailability of qualified teachers and this is 
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more glaring in the rural areas as reported by Ogbonna (2015). The need for more 
teachers to man the classrooms led even to the recruitment of many untrained 
teachers.   
That is perhaps, why the Nigerian government made series of efforts to 
train enough qualified teachers to meet the demand for more teachers in the 
educational sector. One of such efforts was the establishment of more teacher 
training colleges in different parts of the country. To address the danger posed by 
the recruitment and deployment of unqualified and under-qualified teachers to the 
primary school system, the Federal Government of Nigeria established the 
National Teachers’ Institute (NTI) Kaduna in 1978. The Institute was mandated to 
among other functions upgrade the unqualified and under-qualified teachers in the 
system using the distance learning techniques (Sharehu, 2012). 
To ensure that student-teacher ratio is not more than the 40:1, additional 
400,000 primary school teachers need to be recruited every year if the teacher 
sufficiency is to be attained in the sub-Saharan Africa as reported by UNESCO 
(2014). Therefore, meeting the demand of appropriately qualified primary school 
teachers requires more flexibility in the teacher education system presently in 
existence. 
One of the variables in this study is the use of distance learning system 
(DLS) to train teachers. Distance education has been used in some sub-Saharan 
Africa countries as well as South and West Asia to boost their capacities in the 
training of teachers since many conventional teacher training institutions lack the 
capacity to train a large number of teachers at a time. Although a poorly delivered 
Open and Distance Learning (ODL) teacher training can be catastrophic (Yaya, 
2016) or  an object of mass destruction instead of an object of mass education and 
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development (Okebukola, 2014), the distance learning system has been identified 
as the fastest and cheapest way to train a large number of trainees at a time.  
Nigeria has, through the NTI, used DLS to train different categories of teachers 
since 1983 when it started training Grade 11 teachers through the DLS. 
Some researchers like Murdock, Williams, Becker, Bruce and Young 
(2012), Wells and Delinger (2011) have reported that DLS students perceived 
their training as of the same value with those who had theirs through face-to-face 
mode. To the researchers there was no difference in the characteristics identified 
for effective teaching by distance learning students and the ones conventional 
students identified. This was because the course contents for the DLS students 
were the same with those of conventional mode. This supports the view that no 
mode, DLS or face-to-face, supersedes the other when it comes to the academic 
performance of students.  
The NTI launched its Nigeria Certificate in Education (NCE) by DLS in 
1990 with the objective of assisting serving grade two teachers to obtain the NCE 
in order to increase the number of qualified teachers in the nation’s primary 
schools. The urgency for the alternative mode became more apparent when the 
federal government categorically stated that the NCE would be the minimum 
teaching qualification in the country by 1998 (NTI, 2007). The NCE by DLS was, 
therefore, to make provision for the upgrading of the qualifications of a large 
number of teachers with Grade II Teacher’s Certificate (TCII) to the NCE within a 
short period. Through the DLS the teachers acquire the NCE without abdicating 
their classroom responsibilities for the four-year duration of the NCE programme 
which would have been the case if all of them were to attend conventional 
colleges of education. From 1993 when the first set of NCE by DLS students 
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graduated up to 2014, the NTI had trained and certificated over 250,573 NCE 
graduates all over the nation through its NCE by DLS as reported by Yaya (2016). 
This feat is possible because providing training through distance learning system 
is a cheaper way to reach a larger number of trainees. 
Professional competence involves the teacher’s ability to manage learning 
in terms of planning, implementation and evaluation of learning outcomes of 
learners. It is related to the ability to master the knowledge.  Fourteenth (14
th
) rule 
of the Republic of Indonesia in 2005 cited in Mustafa (2013) says ‘‘Profession 
competencies is a set of knowledge . . . and behaviour which have to be possessed, 
observed and mastered professionally’’. So teacher’s professional competence is 
based on teaching competence and classroom management and can be explained 
as the teacher’s mastery of knowledge (content mastery), possession of ability to 
implement the acquired knowledge (methodological skills) and the ability to 
assess the learning of the students (evaluation) This study investigated the impact 
of  NCE/DLS on the professional competence of the graduates in schools as it 
relates to adequate knowledge and mastery of content, possession of relevant 
pedagogical skills and ability to assess, record and report learning by pupils. 
Education Sector Support Programme in Nigeria (ESSPIN, 2011) reported that 
these are some of the indicators of an adequately trained teacher. This study 
examined the professional competence of the graduates on their possession of 
these indicators based on the variables of location of their study centre and gender. 
Professional competences are very important skills which determine the 
success of a teacher in carrying out his duties as a professional. Professional 
competence gives positive effect on the performance of teachers according to the 
finding of Rahman (2014). Because a teacher is the leader and manager in his 
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classroom, he must be able to carry out his teaching successfully by working 
systematically, consistently and creatively. Rahman (2014) asserts that 
professional competence and pedagogical competence have positive effect on the 
performance of the teachers. This study, based on self-evaluation and performance 
rating by employers using the indices of mastery of content, possession of relevant 
pedagogical skills and ability to assess learning by pupils proposed by the 
researcher, investigated the impact of the NCE by DLS on the professional 
competence of the graduates.  
        Any organized training is expected to have positive effect on the recipient. 
So the training the graduates of the NTI NCE by DLS underwent for a period of 
four years is expected to have made some positive impact in their professional 
competences. The issue that was addressed in this study was the impact of the 
NCE programme on the graduates who had obtained the NCE through the DLS in 
relation to their professional competence. To what extent did the programme they 
were exposed to during their NCE by DLS training equip them to creditably 
discharge their duties in terms of content mastery, pedagogical knowledge and 
skills, and assessment of pupils learning? 
NTI/NCE Study centres are located in different parts of Benue State. Some 
are in the urban areas while some are in the rural areas. So these places where 
NCE by DLS study centres are sited are regarded as location. Urban areas are 
characterised by high population density and facilities that ease life such as pipe 
borne water, electricity and tarred roads. Existence of tertiary institutions is also 
one of the hallmarks of urban areas. On the contrary, some of these facilities lack 
in the rural areas. Authors like Adelabu (2008) are of the view that more highly 
qualified teachers are attracted to teach in the schools located in the urban areas 
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than in rural areas. The fact, however, remains that the graduates are exposed to 
the same curriculum and the course facilitators are expected to have a specific 
minimum teaching qualification before they are engaged as facilitators.  
So in this study all the NTI NCE by DLS study centres sited in areas that 
were neither the state capital nor a densely populated local government 
headquarters were regarded as rural while urban study centres were all the centres 
located at the state capital and densely populated local government headquarters. 
These were determined by the researcher. This researcher therefore investigated 
the effect of the location of a study centre on the professional competence of the 
NCE by DLS graduates in terms of mastery of the teaching subjects, acquisition of 
teaching method skills and abilities to assess pupils’ learning. Did the graduates’ 
level of professional competence differ on the basis of location? 
One other variable of this study is gender. Gender difference is one of the 
critical issues in all the countries of the world according to Hausamann, Tyson and 
Zahidi (2009). They maintained that gender is a psychological term that is used to 
describe attributes and behaviours of individuals on the basis of being male and 
female and it is observed in the society, textbooks and in teachers’ attitudes. They 
hold the view that the males are portrayed as having tendencies such as 
domineering, powerful, achievement orientated, and objective while some 
behavioural characteristics like soft spoken, loving, caring and being emotional 
are ascribed to females  
In some communities, gender plays important role in determining who is 
to pursue university education (Afuwape & Oludipe, 2008). The males are made 
to handle presumably complex and difficult tasks like breaking of fire woods 
whereas the females handle relatively easy and less demanding tasks like washing 
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of plates. In textbooks, males are stereotyped as doctors, lawyers and engineers 
while females are portrayed as nurses, cooks and mothers.  
Gender has been found to significantly affect the academic performance of 
students in secondary schools. In other cases gender played a role in professional 
competence of teachers and in acquisition of skills. In this study, the researcher 
investigated whether the impact of NTI NCE by DLS on the professional 
competence of the graduates in terms of content mastery, acquisition of teaching 
method skills and acquisition of assessment skills was affected by gender. 
 
1.2 Statement of the Problem 
The current study was influenced by the desire to ascertain the impact of 
NCE by DLS on the professional competence of graduates. There has been 
barrage of criticisms trailing the DLS as regards the competence of the graduates 
as teachers. The criticisms range from the quality of teachers the Institute has 
produced and the method used, to the poor quality of teaching going on at the 
different NCE by DLS study centres (Sharehu, 2010; Yashu, 2010). This study 
was meant to ascertain the truth of their allegation of poor performance of the 
graduates in the classrooms.    
NCE by DLS graduates have been discriminated against at the time of 
employment by officers of some states’ governments. Such graduates were denied 
appointments only because they obtained their NCE through the DLS. No 
opportunity was given to them to prove their worth. Many of the NTI students are 
teachers-on-the-job in private schools and to a large extent they still retain their 
teaching jobs after graduation. There was the need to find out from the graduates 
and their employers whether the training had made some impact on the 
professional competence of the graduates. This study, therefore, investigated the 
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impact of the NCE by DLS on the competency level of the graduates in terms of 
content mastery, acquisition of pedagogical skills and ability to assess learning as 
adjudged by the graduates themselves and their employers.  
Content knowledge and use of effective pedagogical approaches are 
considered as unique features of the teaching profession. It is generally believed 
that appropriate teaching skills will assist the learners in their understanding, but 
the development and making full use of these professional skills are still limited in 
graduates of the NCE by DLS according to critics (Sharehu, 2012). Content 
knowledge, pedagogical knowledge and technological knowledge are interwoven 
and teachers are expected to exhibit robustly in these areas for effective teaching 
and learning according to Voogt, Fisser, Pareja and Tondeur (2013). Based on 
their experiences as teachers and administrators in the various primary schools, it 
was important to find out from the NCE by DLS graduates and their employers 
how the programme had empowered them to adequately exhibit content 
knowledge, pedagogical and assessment skills.  
There are wide diversities of teaching-learning environments depending on 
the location of the study centre. So some critics, apart from their negative 
comments about DLS in general, equally have some misgivings about the location 
of DLS study centres in the rural areas. To such people, if there must be DLS, the 
study centres have to be located in the townships. Therefore, there is need to find 
out whether the locations (rural/urban) of study centres negatively affected the 
graduates in terms of content mastery, acquisition of teaching methods/strategies 
and acquisition of assessment skills.   
The idea of using the graduates and their employers or head teachers as 
respondents is based on the benefit of direct experiences. While the graduates are 
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in the best position to say how much the skills and competencies they acquired 
have helped them to discharge their roles as teachers, the employers /head 
teachers who supervise them are also at a vantage positon to say what extent the 
graduates have demonstrated the requisite skills as teachers. This way, the views 
of the employers /head teachers will be compared with those of the graduates to 
provide a balance. Therefore the problem of this study was to ascertain the extent 
to which the body of knowledge, skills, attitudes and behaviour acquired by the 
NCE by DLS graduates in the course of their studies have helped them to 
demonstrate professional competence as teachers in primary schools in Benue 
State. 
 
1.3 Purpose of the Study 
The current study was aimed at investigating the impact which NCE by 
DLS had made on the professional competency of the graduates in Benue State as 
well as identifying the differences in the level of competency based on gender and 
location of study centre.  The study set to   
i.              investigate the impact of NCE by DLS on the professional 
competence of the graduates; 
ii. determine the impact of NCE by DLS to graduates on their content 
mastery;  
iii. determine the impact of NCE by DLS to the graduates on their 
pedagogical skills; 
iv. determine the impact of NCE by DLS to the graduates on their 
assessment skills; 
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v.           determine the difference in the mean professional competence 
ratings of the graduates of NCE by DLS by the graduates and their 
employers 
vi. find the difference in the mean content mastery ratings of graduates 
of NCE     by DLS by the graduates and their employers; 
vii. determine the difference in the mean pedagogical skills’ ratings of 
graduates of NCE by DLS by the graduates and their employers;  
viii. determine the difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS the graduates and their employers; 
ix. determine the difference in the mean professional competence 
ratings of the   graduates of NCE by DLS from urban and rural 
study centres; 
x.            determine the difference in the mean content mastery ratings of 
graduates of NCE by DLS from rural and urban study centres; 
xi. ascertain  the difference in the mean pedagogical skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres; 
xii. determine the difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres; 
xiii. ascertain the difference in the mean professional competence 
ratings of male and female graduates of NCE by DLS; 
xiv.  investigate the difference in the mean content mastery ratings of 
graduates of NCE by DLS based on gender; 
xv. investigate the difference in the mean pedagogical skills’ ratings of 
male and female graduates of NCE by DLS;  
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xvi. determine the difference in the mean assessment skills’ ratings of 
male  and female graduates of NCE by DLS. 
1.4   Research Questions 
i. What is the impact of NCE by DLS on the professional 
competence of the graduates? 
ii. What is the impact of NCE by DLS on the content mastery of the 
graduates? 
iii. What is the impact of NCE by DLS on the pedagogical skills of the 
graduates? 
iv. What is the impact of NCE by DLS on the assessment skills of the 
graduates? 
v. What is the difference in the mean professional competence ratings 
of the graduates of NCE by DLS by the graduates and their 
employers?  
vi. What is the difference in the mean content mastery ratings of 
graduates of NCE by DLS by the graduates and their employers? 
vii. What is the difference in the mean pedagogical skills’ ratings of 
graduates  of  NCE by DLS by the graduates and their employers? 
viii. What is the difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS by the graduates and their employers? 
ix. What is the difference in the mean professional competence ratings 
of the graduates of NCE by DLS from urban and rural study 
centres?  
x. What is the difference in the mean content mastery ratings of 
graduates of NCE by DLS from rural and urban study centres? 
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xi. What is the difference in the mean pedagogical skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres? 
xii. What is the difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres? 
xiii. What is the difference in the mean professional competence ratings 
of male and female graduates of NCE by DLS? 
xiv. What is the difference in the mean content mastery ratings of 
graduates of NCE by DLS based on gender? 
xv. What is the difference in the mean pedagogical skills’ ratings of 
male and female graduates of NCE by DLS? 
xvi. What is the difference in the mean assessment skills’ ratings of 
male and female graduates of NCE by DLS? 
1.5        Hypotheses  
HO1:  NCE by DLS has no significant impact on the professional competence of 
the graduates.  
HO2:  NCE by DLS does not significantly impact on the content mastery of the 
graduates. 
HO3:  NCE by DLS has no significant impact on the pedagogical skills of the 
graduates. 
 HO4   NCE by DLS does not significantly impact on the assessment skills of the 
graduates. 
 HO5:    There is no significant difference in the mean professional competence 
ratings of NCE by DLS by graduates and employers. 
 HO6: The mean content mastery ratings of graduates of NCE by DLS by the 
graduates and their employers does not significantly differ. 
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 HO7: There is no significant difference in the mean pedagogical skills’ ratings     
of graduates of NCE by DLS by the graduates and their employers. 
HO8: There is no significant difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS by the graduates and their employers. 
 HO9: There is no significant difference in the mean professional competence 
ratings of graduates of NCE by DLS from urban and rural study centre. 
 HO10: There is no significant difference in the mean content mastery ratings of 
graduates of NCE by DLS from urban and rural study centres. 
 HO11: There is no significant difference in the mean pedagogical skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres. 
 HO12: There is no significant difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres. 
 HO13: There is no significant difference in the mean professional competence 
ratings of male and female graduates of NCE by DLS. 
  HO14: There is no significant difference in the mean content mastery ratings of 
male and female graduates of NCE by DLS by the graduates and their 
employers. 
  HO15: There is no significant difference in the mean pedagogical skills’ ratings 
of male and female graduates of NCE by DLS. 
  HO16: There is no significant difference in the mean assessment skills’ ratings of 
male and female graduates of NCE by DLS. 
                                
1.6. Significance of the Study 
  This study on the impact of the NCE by DLS on the professional 
competence of the graduates may be considered significant to different 
stakeholders in the education sector. These include the National Teachers’ 
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Institute (NTI), education policy makers, school administrators, prospective 
students and graduates of the programme and education researchers. Other 
stakeholders that this study may be significant to include Benue State 
Government, philanthropists and host communities of the study centres.  
The findings may enable the NTI to do a reappraisal of its delivery of the 
DLS as it affects teacher education in terms of content, pedagogy and resource 
materials. Thus, there may be need to restructure the delivery system of the NCE 
by DLS to be able to achieve the objectives of the programme. 
The results of this study may provide adequate information to education 
policy makers in the federal ministry of education on the relevance of DLS as a 
mode of teacher education. This is especially so in view of the need to produce 
adequate quantity and quality of teachers to man Nigeria’s numerous public and 
private basic education schools. 
To the general public, the findings may help to inform them of the 
importance of distance education as it relates to teacher education in Nigeria. This 
may help in correcting the erroneous impression that DLS is not adequate in 
giving a holistic education to anybody. More qualified people may then register 
for their NCE through the DLS. 
For the head teachers and school administrators the findings might furnish 
them with information about factors to be considered in teacher recruitment and 
deployment. More emphasis might then be laid on those factors rather than on 
mode of the teacher education. From the findings of this study, Benue State 
Government through its State Ministry of Education may direct the unqualified 
and underqualified teachers in their school system to register with NTI and do 
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their NCE by DLS. Through this method the teachers will not abdicate their 
primary duties in their schools while pursuing their NCE programme.  
Philanthropists in different communities may sponsor many students for 
NCE through the DLS because of its’ cost effectiveness. Through this method 
more people are opportune to acquire education.  
The communities where the study centres are located may benefit from the 
findings of this study. Their children who have successfully finished their 
secondary school education and have not secured admission into the universities 
or polytechnics may register for NCE through the DLS instead of wasting their 
lives as a result of idleness. 
For the graduates, the findings might help the public to accord them proper 
recognition as NCE holders instead of how it had been in the past. They may no 
longer be discriminated against during employment. 
The results of this study may provide adequate information to the students 
as to the quality of education they are exposed to at the NCE by DLS study 
centres. The findings may cause them to carry their shoulders high in the sense 
that the programme they are pursing is of quality. 
Finally, education researchers may benefit from the findings of this study 
on DLS which is a green area. Many areas that need to be researched in may be 
exposed. Equally available to them may be the findings of a study which they can 
authoritatively cite in their own work.  
1.7 Scope of the Study 
The study set out to investigate the impact of the NCE by DLS on the 
professional competence of the graduates in terms of facilitating and managing the 
teaching and learning process in schools. These include mastery of content, 
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pedagogical skills and assessment of learning. It was carried out on the 2010 – 
2014 graduates of the NCE by DLS teaching in Benue State. The selection of this 
group was because there was increase in the enrolment and graduation of 
NTI/NCE by DLS graduates in the centres in Benue State within that period. 
Worthy of note was that the graduates used the same curriculum and were taught 
by the same course facilitators as there was no recruitment of new facilitators 
within those years.  
 Equally important in the selection of this group was because the 
researcher felt they would not have had much experience considering the years 
they have put into practice after graduation although Rice (2010), and Kane, 
Rockoff and Staiger (2014) assert that contrary to expectations that teacher’s 
classroom effectiveness would continue to increase with years of experience, after 
the first three years the subsequent years of experience do not show improvement 
in effectiveness of teachers in the classroom. Policy-relevant factors such as a 
teacher’s academic training and preparation programme outweigh the impact of 
early-career experience. Benue State was also chosen because of the many 
NCE/DLS study centres that existed in both the urban and rural areas of the state 
within the years this study covers.  
There were some graduates teaching in junior secondary schools, but the 
study concentrated only on graduates teaching in the primary schools because NTI 
focuses mainly on the training of teachers for the primary schools. 
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1.7  Operational Definition of Terms 
The following terms or phrases were defined in this study based on how they 
were used in the course of reporting the research.  
1. Impact: The effect that the NTI programme has had on the NCE by DLS 
graduates in discharging their responsibilities of facilitating and 
managing the teaching-learning process. 
2. Distance Learning/Education: This is the process of providing 
instruction to students when they are physically separated from the 
teacher by distance. Distance learning and distance education will be 
used interchangeably in the study. 
3. NCE by Distance Learning System (NCE by DLS): Nigeria 
Certificate in Education obtained through the Distance Learning 
System mode of instruction (NCE/DLS). 
4. Programme: The DLS mode of instruction of a set of planned activities 
and intended learning experiences for the purpose of training of NCE 
teachers. 
5. Graduates: Participants in the NCE by DLS who successfully 
completed their studies within the period under investigation and have 
been awarded NCE. 
6. Professional Competence: Ability of NCE DLS graduates to effectively 
exhibit knowledge of the content, prepare and deliver lessons, and assess 
children’s learning.  
7. Urban: This refers to the state capital and densely populated local 
government headquarters in Benue state determined by the researcher. 
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8. Rural:  This refers to any other place which is neither the state capital 
nor a densely populated local government headquarters in Benue state. 
9. Pedagogical skills: These refer to activities of teaching. They are 
interchangeably used with teaching skills, teaching methods, and 
teaching strategies in the study. 
10. Employers:  For the purpose of this study employers refer to those the 
NCE by DLS graduates are working for or the people who supervise 
them while at work. 
11. Assessment skills:  These are activities intended for evaluating the 
learner     and the topic/s taught. 
12. Content Mastery: It is ability to effectively have understanding or 
control of the topics taught. In this study, it is interchangeably used 
with content knowledge.  
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CHAPTER TWO 
REVIEW OF RELATED LITERATURE 
 
2.1 Introduction  
Review of relevant literature is done in this chapter under theoretical and 
conceptual framework. There is also a review of relevant empirical studies and 
summary.   
 
2.2. Theoretical Framework 
This study was based on two theories which are the Context, Input, 
Process and Product (CIPP) Evaluation Model theory and the Constructivist 
theory. 
2.2.1 Context, Input, Process and Product (CIPP) Evaluation Model Theory 
 
The Context, Input, Process and Product (CIPP) Evaluation Model theory 
was developed by Stufflebeam in the 1960s according to Zhang, Zeller, Griffith, 
Metcalf, Williams, Shea, and Misulis (2011). CIPP Evaluation Model theory helps 
in systematically implementation and assessment of service-learning programme. 
It focuses on evaluation of a programme’s four core components of Context, 
Input, Process and Product. The evaluation of these components is expected to 
provide valuable insight into the effectiveness, goals, plans, actions and outcomes 
of the programme. The actual outcomes are compared with the expected outcomes 
thereby providing the success or otherwise of the programme. With this holistic 
view of the success of the instructional initiatives, the decision-makers are better 
able to make informed decisions on the continuity of the programme, 
modifications of its modus operandi or worse still total drop of the programme.  
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Evaluators and stakeholders are also expected to use the theory as guide in 
setting relevant questions and conducting assessments at the onset of any 
programme, during its implementation and at its conclusion. This Model has been 
used over the years by evaluators, teachers, and educational administrators among 
others within a wide range of disciplines, in an effort to assess and improve their 
services. The underlining theme of the Model, according to Stufflebeam and 
Shinkfield (2007), is that “evaluation’s most important purpose is not to prove but 
to improve”. 
In Context evaluation, the goals of the programme are defined and 
assessed. There is also the assessment of the needs and background of the targeted 
beneficiaries, problems, opportunities, instructional materials and counselling 
services. The Input evaluation considers the stakeholders, competing strategies, 
detail action plans, budget and coverage. Areas explored in Process evaluation of 
a programme include development of instructional materials, implementation, 
monitoring and feedback. Finally, Product evaluation identifies and assesses the 
outcomes which include short-term and long-term, intended and unintended 
outcomes. There is also focus on the level of success in reaching and meeting the 
expected needs of the beneficiaries, the sustainability and adjustment of the 
programme.     
The quality of input invariably affects quality of outcome if properly 
harnessed through the process according to Acato (2006), Hansen and Mastekaasa 
(2006), and Lauria (2014). Students who have passed through teacher education 
for a number of years are expected to exhibit experiences, competencies and skills 
required to help them efficiently perform their duties as teachers. So there is a 
relationship existing among Input, Process and Product. Studies by Geiser and 
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Santelics (2007), Dills (2006), Hansen and Mastekaasa (2006), show that previous 
experience affects future performance. Therefore, content mastery, experiences, 
competencies and pedagogical skills which are the outcome are dependent on the 
Input and Process variables. 
 Obanya (2010) is of the opinion that  the experiences, skills, competencies 
and attitudes acquired by a student-teacher who has gone through a teacher 
education programme and is deemed to have been found worthy in character and 
learning, should impact positively on his professional competence in the school 
system. Also Lauria (2014) posits that a person’s background of learning affects 
the performance of the person in later life.  The gamut of knowledge and skills 
acquired during the course of training should be able to positively affect the 
competency of a teacher in the world of teaching in the aspects of mastery of 
content, methodological skills and assessment skills. According to Lauria (2014), 
acquisition of skills during the educational process is vital to preparing students 
for graduation, work placement and survival in the workplace, if applied 
throughout.    
The selection of this model is based on the belief that CIPP Evaluation 
Model theory is relevant in achieving the objectives of this research because the 
Model is meant for the assessment of service-learning projects which is what this 
study has done to the NCE by DLS run by the NTI. The researcher adopted this 
particular design (Fig. 1) out of the different designs of the CIPP Evaluation 
Model (Appendix A) because the work focussed on evaluation of the product 
component of the NCE by DLS.  
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            →        → → 
   Fig. 1: A CIPP Evaluation Model 
                 http://www.google.com.ng/search?q=cipp+evaluation model 
 
 
The arrows denote the relationship that exists between a particular 
component and the other. The context is meant to ascertain what is to be done.  
The inputs received are analysed through the process and it then transforms into 
the products. It holds that impact can only be positively felt if the harmonization 
of the context, inputs →process →products is successfully achieved (Ormrod, 
2012). 
Input, as it affects this study, refers to the time available for study, 
strategies, coverage, research and other sources provided for effective teaching 
and learning; while process connotes the implementation, monitoring, feedback 
and all the activities of the teachers and the learners during the learning period. 
Product refers to the impact, outcome, and effectiveness of the programme. The 
inputs and the process are expected to function well in order to achieve the desired 
overall outcome.  If these variables are properly harnessed according to CIPP 
Evaluation Model theory there will be positive achievements and positive effects 
of the curriculum on the learners’ attitudes and professional competence of the 
NCE by DLS graduates. 
The students who are admitted into NTI NCE/DLS come from different 
educational backgrounds and with different admission grades. They are also from 
different social-economic backgrounds and different locations.  Their exposure to 
the Institute’s programmes is expected to transform them through the process of 
Context Input Product Process 
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teaching and learning and the graduates’ output are seen through the manifestation 
of their skills in mediating the teaching – learning process.  
The CIPP Evaluation Model Theory is considered germane to this study 
because the study evaluated the NTI NCE by DLS as per its impact, outcome, and 
effectiveness on its graduates as a teacher education mode. The model is 
considered relevant in evaluating the impact of the NCE by DLS on the graduates 
in professional competence because if the variables under Inputs were properly 
harnessed through the Process, the graduates would perform well (Product).  
The planners of the NTI NCE by DLS, the facilitators and the students 
must therefore appreciate the expectancy of other stakeholders of a teacher 
training programme. With this understanding by each group the ultimate goal of 
producing a professionally competent teacher at the end of the programme would 
be achieved. 
 
2.2.2 Constructivist Theory 
           The Constructivist theory of learning was developed by Jean Piaget in 1967 
according to (Bollinger, 2008). It is a theory that encourages children to learn 
through their previous ideas and experiences. Therefore it is regarded as a learner-
centred approach (Bollinger, 2008). The theory sees the teacher as a facilitator 
who encourages students to discover principles by themselves and construct 
knowledge through their ability to arrive at solutions to problems.  
In constructivism, learning is active and knowledge is constructed on 
personal experiences and learning environment and there is an interface between 
the facilitator and the learner. Learning is based on what the learner knows and 
understands about his or her world. The facilitator in a constructivist classroom, in 
addition to collaborating with the students to facilitate meaningful learning, also 
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encourages students to discover principles by themselves according to Tobias and 
Duffy (2009); and Nilson (2014). The emphasis is on the learner, so the facilitator 
supports the learner by providing guidelines for learning. Both of them learn from 
each other. There is also collaboration instead of competition among the learners. 
There is the belief that student who learned through constructivist method show 
better retention of knowledge and better student achievement than those who 
learned through traditional methods. 
Constructivist theory of learning produces change in individuals when they 
are exposed to external environment and enabled to integrate information 
(Bollinger, 2008). Students generate knowledge through their prior experience 
which they bring into the classroom thereby playing active role in the teaching 
and learning environment. In constructivism, no child is left out in a learning 
environment because each learner brings something into the classroom. So there is 
no room for passiveness. 
There are three components of the theory namely: active learning, 
discovery learning and knowledge building. Active learning refers to the 
knowledge a learner acquires through his or her own personal experience; while 
discovery learning and knowledge building refer to that which he or she gets 
under the guidance of facilitators and from his interaction with his or her peers 
respectively (Lombardi, 2011). Through constructivism, learning becomes a 
comprehensive process of developing skills, critical thinking and application of 
knowledge and students build their understanding on past experiences.  
                 The theory is also viewed as a theory of knowledge which believes that 
a facilitator helps the learner to play an active role in the teaching and learning 
environment (Tobias & Duffy, 2009). In a constructivist classroom, the teacher is 
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a researcher and project director who assists learners to experience knowledge, 
participate actively in the teaching and learning process and integrate knowledge 
which at the end make the learners productive and independent.  
                Constructivist theory is also referred to as social learning theory 
because, ‘‘a student can increase their learning through interactions by a more 
knowledgeable person, in this case other students’’ (Vygotsky, 2009, p.22). For 
meaningful learning to occur a learner must collaborate with the peer with a 
higher ability under the guidance of a teacher. Constructivism as a social learning 
theory believes that anyone who has a better understanding or a higher ability than 
the learner in a particular task, process or concept should teach the learner. 
Social constructivism in addition to recognising and appreciating the 
uniqueness and complexity of the learner encourages and utilises it as an 
important aspect of learning. The background and culture of the learner are taken 
into consideration through the learning process (Almala, 2006). In a constructivist 
classroom, students are enabled to use their knowledge in many ways to make 
learning as real as it can be. They determine their level of learning so they are 
expected to connect to their previous knowledge and experiences to guide their 
learning. Teachers, therefore, relate teaching contents with students’ background 
knowledge, and provide effective learning through high quality assignments, 
exercises and homework in a teaching and learning environment. 
Distance learning mode of instruction as practised by NTI is based on 
Constructivist theory of learning. In NTI programmes including NCE by DLS, the 
students are expected to do their learning through reading and studying their 
course materials always referred to as the ‘teacher’ (Sharehu, 2012). The students 
through their exposure to different media are expected to get the full learning 
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experience. The course facilitators help the students to achieve their learning 
needs. Constructivism provides the basis for the use of facilitators at NTI study 
centres. Facilitators in any NTI study centre are not to teach as in a traditional 
setting of teaching and learning but to facilitate learning. Students are expected to 
share experiences during the tutorials based on what they had studied in the course 
of the week on a given unit/s. So NTI mode of tutorials at the study centres is 
supported by constructivist theory of learning. 
Also through the e-learning which the Institute has introduced into its 
mode of instruction, students can gain knowledge from other students in other 
towns or countries. The web now removes barrier, allows students to gain 
information through more knowledgeable source. The e-learning increases 
students’ involvement thereby ensuring they participate in their learning 
(Oluwafisayo, 2010). The students bring in their wealth of experiences into the 
classroom environment. According to Oluwafisayo (2010) and Tucker (2010) 
students are expected to construct their own knowledge from their experiences 
and be part of their learning. They must be part of the learning process, take active 
role and responsibilities in their learning process. 
Attendance by NTI students at tutorials is compulsory and counts as part 
of the continuous assessment. When they come to the study centre, they 
collaborate with other students, discuss and ask questions on the units/modules 
they had studied on their own. Through that, they learn from those with higher 
ability. This is one of the benefits of constructivism.    
              Most of the NTI students are on-the-job students who bring their 
classroom experiences into the learning environment at the study centre. They are 
not viewed as empty barrels that only the facilitator can fill. So there is connection 
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between constructivist theory of learning and NTI mode of instruction at its study 
centres. This study is therefore based on Constructivist learning theory which 
emphasises that meaningful learning comes when a learner is recognised as an 
embodiment of knowledge based on what he had studied and is allowed to freely 
express himself while the facilitator guides. In addition the learner is given a 
conducive-learning environment to share ideas with his peers who are more 
knowledgeable in a particular task. In DLS, competence comes through personal 
experience produced by personal efforts, effective facilitation at the study centres 
and sharing of ideas with peers (UNESCO, 2014; and Nguyen & Zhang, 2011).  
Constructivism is the method used in NTI study centres, so it is imperative 
to ascertain whether this method has helped NTI to achieve its goal of training 
quality teachers for the nation by surveying the impact of the programme on the 
professional competence of the graduates. 
2.3 Conceptual Framework 
       The following concepts are considered relevant to this study: 
professional competence, classroom practice, distance learning system, teacher 
education in Nigeria, National Teachers’ Institute NCE by DLS, content mastery, 
teaching methods/strategies and assessment skills. These concepts are discussed in 
relation to the study. 
2.3.1 Concept of Professional Competence 
            Teaching as a profession requires skills and specific knowledge. It is not 
an easy task as many erroneously believe. The public and even the trainee-
teachers assume that teaching is an easy job which can successfully be carried out. 
As a result of this, the trainee-teachers are not committed to gaining knowledge 
during their teaching training and this behaviour brings adverse effects on the 
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teaching profession (Mustafa, 2013; and Abdul Rasaq, Ahamad Rahim, & Seman, 
2013). 
Huntly (2008) observes that teachers’ competence have dominated 
discussions during workshops, seminars and conferences in the educational sector. 
According to her, the interest professional competency has generated among 
stakeholders has rubbed off on the teachers themselves with people making 
contributions from the divide that they feel explains it. So many authors have tried 
to give it definition as it concerns teacher training. It can be seen as the ability to 
carry out teaching and learning process successfully (Mustafa, 2013).  
             Edmond and Hayler (2013) identify indices for professional competencies 
as ability to effectively teach and test students’ knowledge. Teaching as a 
profession requires resilience, competiveness, and good leadership skills. 
Teacher’s competence affects students’ attitudes to school work, learning and 
their self-confidence. Teachers must, therefore, work very hard to fulfil parents’ 
expectations and ensure that children are well educated according to Birgitte and 
Löfgren (2006); and Mustafa, (2013). So the aim of teacher education is to 
educate the teachers to achieve personal and professional competence to be able to 
impact on the students positively. 
             According to Obanya (2010), teachers are expected to exhibit a gamut of 
competencies consequent on their training. Citing sources from various countries 
(Nigeria 2009, South Africa 2008, Liberia 2008), Obanya identified some of the 
expertise expected of teachers as lesson planning; lesson delivery; management of 
learning; and leadership and management. According to ILO/UNESCO Joint 
Recommendation of 1960 (Obanya 2010, p.68), teacher education curriculum 
should include: 
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(a) General studies; 
(b) Study of the main elements of philosophy, psychology, sociology as 
applied to education, the theory and history of education, and of 
comparative education, experimental pedagogy, school administration 
and methods of teaching the various subjects; 
(c) Studies related to the student’s intended field of teaching; 
(d) Practice in teaching and in conducting extracurricular activities under 
the guidance of fully qualified teachers. 
According to Johnson (2009), teachers in the primary school should have 
basic knowledge of numbers sufficient for the teaching of primary mathematics; 
basic understanding of word meanings, synonyms, sentence completion, verbal 
reasoning, and punctuation; general knowledge as demonstrated in the skills of 
reading, writing, mathematics and reasoning, classroom organization and 
management and monitoring of the attainment of learning goals. Through their 
knowledge of learning theories and cognitive development of pupils they should 
be able to assess the progress of individual pupils in their care. In addition to 
mastery of content matter, teachers are expected to exhibit high skills in use of 
instructional materials, improvisation of study materials, pedagogy, assessment 
practices, classroom management and organization, lesson planning and delivery, 
learning theories and cognitive development (Obanya, 2010; FME, 2009a).  
 The reasons for under performance by some of the teachers were 
articulated by Baikie (2002), Levine (2006) and Ogbonna (2015) who submit that 
teacher preparation programmes should be held accountable for the subsequent 
classroom performance of their graduates. They believe that graduates of teacher 
preparation programmes are poorly prepared for teaching due to low admission 
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requirements, emergence of non-professional teacher educators, incompetent 
teacher preparation instructors and a disorganized teacher education curriculum.  
            Baikie asserts that as education schools sought to gain respect in the world 
of higher education, emphasis is no longer on classroom practice. Student-teachers 
are isolated from schools where students are taught with the resultant effect of 
prospective teachers not being given the tools needed to succeed. He maintains 
that the quality of the staff in teacher education institutions should not be glossed 
over and wondered whether the instructors are competent, prepared and qualified 
to train teachers. Ogbonna (2015) identifies poor pre-service and in-service 
training of teachers as factors that militate against high performance of children in 
literacy. According to him the teacher education does not equip the graduates with 
skills to effectively teach literacy in the primary level.  
2.3.2 Concept of Classroom Practice  
            The National Teacher Education Policy of Nigeria (FME, 2009a) is hinged 
on eight principles which, if well implemented, will help to address the key 
challenges that education system in Nigeria is battling with. The principles are 
summarised as: attracting competent people into the teaching profession; 
improving the quality of entrants and graduates through the review of admission 
and graduation requirements; equipping teacher education institutions adequately; 
teachers  having sufficient mastery of content and subject-specific methods of 
teaching; effective and supportive supervision of the student-teacher by a variety 
of actors; teacher educators being sufficiently trained and capable of imparting 
and modelling desired knowledge, skills and attitudes; provision of opportunities 
for Continuing Professional Development for teachers; and teachers constantly 
updating their knowledge and skills.  
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               Teaching practice, according to Obanya (2010) was pursued with vigour 
during the period of Grades 3, 2, and 1 category of teachers’ certificates. The 
same was applicable during the early emergency of the NCE, Bachelor’s degree in 
education and Post Graduate Diploma in Education programme in Nigeria. The 
reverse became the case with the proliferation of nonprofessional teachers as 
teacher educators; decline in infrastructural development; and under funding of 
education, Obanya (2009) asserted. That loss of vigour on the professional 
competence, led to what Obanya (2010) refers to as “talking and chalking” instead 
of promotion of learning through effective teaching.  
                The major operators in educational system are not those in the 
ministries, researchers, or policy makers but the teachers. They are central to any 
success of any national investment in education as they are determinant to the 
extent institutional level management, teaching and learning can be achieved. 
Obanya (2009) pointed out that quality teachers are needed for quality teaching 
that will lead to quality learning. Parris and Block (2007), Biancarosa and Snow 
(2004) in their separate works agree that the expertise of adolescent literacy 
teachers are likely to provide greater gains for secondary students than better 
materials, changes in home or societal learning variables. Teachers are at the 
centre of educational reforms all over the world assert Tahir (2006) and ESSPIN 
(2011).  
               The products of any teacher education programme are the ones who 
determine the interpretation and implementation of the educational policies of any 
nation. Onyenwe’s (2009) position that the quality and strength of any 
organization are indices of its successes and failures, can be transferred to the 
education sector because the quality of teachers is crucial to its effectiveness and 
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efficiency.  The NPE attests to that when it states that “… no educational system 
may rise above the quality of its teachers.” 
World Bank (2008) in a research identifies improved learning 
environment, availability of textbooks, longer time spent on effective learning, 
regular teachers’ and pupils’ attendance to classes, and improved monitoring as 
factors that will improve learning in schools but the importance of a trained and 
well-motivated teacher was not over looked by Aslam and Kingdon (2007) as they 
affirm that: 
Teachers are the most important education resource in any country. 
From early childhood through primary and secondary school, the 
presence of a qualified, well motivated teacher is vital for effective 
learning. What students achieve in school is heavily influenced by 
classroom practices and teachers’ skills (UNESCO, 2010, p.114). 
 
So in the course of every teacher education programme, a specific period 
is set aside for teacher trainees to be posted to schools of their choice to go and 
garner practical knowledge, skills and attitudes meant for the teaching profession. 
It is a period when the trainee-teacher is exposed to professional training in a 
school system. The exercise is referred to as teaching practice. To a teacher, 
teaching practice is what internship is to a pharmacist or house job to a medical 
doctor (Obanya, 2010) 
Teaching practice (TP) is a very important component of teacher education 
programme. If TP is properly coordinated and supervised it provides the student-
teacher the opportunity to experience a real life situation as it affects teaching and 
learning. It equally provides appropriate environment for transforming theories 
into practical experience and helps in applying the knowledge, skills, theories of 
teaching and strategies acquired during the course of training into the classroom 
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(Mamman, 2016; Eze, 2012). As an integral aspect of teacher education in 
Nigeria, TP is compulsory for all NTI students. Teaching practice helps NTI to 
evaluate the adequacy of its teacher education programmes. This view is 
supported by Ashman, Battistich, Watson, Terwel, Schnackenberg, and Abrami, 
(2013) who emphasised that development of effective and quality teaching pattern 
should be given priority in teacher training programmes. According to NTI (2014) 
and Mamman (2016) students pursing NCE through the distance learning system 
are sent out twice for TP. The first segment comes up in their Cycle 2 (equivalent 
of year 2) for a period of six (6) weeks and the second segment is also for another 
period of six weeks in their Cycle 4 (equivalent of Year 4). 
 Prior to their posting to schools for the TP, students are taken through a 
course on micro teaching. The course is meant to expose them to the rudiments of 
teaching and to instil confidence in them and prepare them for the TP exercise. 
NTI students are prepared to be teachers in the primary schools, so during the 
period of TP which is either in Cycle 2 or in Cycle 4, students are posted to 
primary schools of their choice. The school authority assigns the student-teacher 
to a class that has a permanent trained teacher. The permanent teacher assumes the 
role of a mentor or cooperating teacher over the student-teacher (NTI 2014; 
Mamman 2016; Sharehu 2012).  
The cooperating teacher, among other duties, is expected to support the 
student-teacher through discussing and correcting the student-teacher’s mistakes 
on teaching strategies and use of instructional materials; arrangement of pupils for 
effective pupil-teacher interaction; helping the student-teacher to gain self-
confidence; choice of techniques or combination of techniques to use; assisting in 
lesson planning and in tackling lesson evaluation issues (NTI, 2014).  
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The quality of a teacher is measured through his competence, work 
performance, motivation, effort and changes in students’ behaviour according to 
Mustafa (2013). This supported the decision of this researcher to include the use 
of rating by employers in determining the professional competence of NCE by 
DLS graduates in Benue State.  
One of the Principles of National Teacher Education Policy states that, 
“Successful student teaching is a result of structured, effective and supportive 
supervision provided by a variety of educators” (FME, 2009a, p.12; Obanya, 
2010, p.45). To achieve this and to contend with the argument of ESSPIN (2009) 
that teachers, qualified as well as unqualified, lack the knowledge and skills to 
teach even basic subjects effectively, NTI has three-level activities for effective 
TP exercise: the pre-TP activities, the TP and the post-TP activities.   
For pre-TP activities, state seminars are held in all the state offices of the 
Institute within a time frame fixed by the Institute’s headquarters. Expected at the 
seminar are headquarters’ staff from the coordinating department, NTI zonal 
coordinator or the zonal education office, state coordinator, centre managers of 
study centres whose students are participating in the exercise, external moderator 
and the Centre Desk Officers (CDOs). The seminar is expected to dwell on issues 
bothering on the general guidelines and conduct of the TP exercise. These include 
among others: teaching strategies and methodology; assessment instruction and 
procedures as produced by NTI headquarters; discipline, dressing and general 
comportment of student-teachers; lesson notes format; supervisory duties; 
monitoring strategies; submission of student-teachers’ posting list; and the need 
for all student-teachers to be up-to date in paying their fees before proceeding for 
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TP. A similar seminar is expected to be held at the study centres by the centre 
managers for the TP supervisors and the student-teachers to be (NTI, 2002b).   
NTI staff monitors the TP exercise all over the nation using NTI designed 
monitoring forms. During monitoring, the monitors are to verify that: student-
teachers are participating in the TP and are at their duty posts; there is no trace of 
team supervision; the TP is holding according to the general schedule; head 
teachers and cooperating teachers are involved in the TP exercise (Mamman, 
2016). The monitoring staff includes the CDOs who are in charge of the centres, 
state and zonal coordinators, headquarters’ staff who are trained teachers and also 
quality assurance assessors.  
The TP supervisors are NTI course facilitators. They are to observe 
student-teachers teach and thereafter hold constructive discussion with each of 
them after the lesson. The student-teacher’s lesson note is also endorsed with 
written comments on the observed strengths and weaknesses. Each student-teacher 
is supervised and assessed twice independently by two different TP supervisors 
using standardized NTI designed assessment forms and procedures. The schedule 
for TP supervision is structured to avoid close or team supervision. It is also to 
afford the student-teacher the opportunity to remedy the shortcomings observed 
by the first TP supervisor. The average of the scores by the two TP supervisors 
gives a student’s TP score which will be moderated by an external moderator.  
The external moderator, who is from either a college of education or 
faculty of education of a university, is expected to bring his long years of 
observing and assessing student-teachers at different levels of professional 
training to bear on the moderation exercise. They moderate the average scores of 
the TP supervisors for each state. They do this by randomly visiting, supervising 
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and assessing at least 20% of the student-teachers of each study centre at their 
teaching practice schools, using the NTI standardized TP assessment forms and 
procedures developed for TP supervisors, within the last week of the TP. Armed 
with his observations and scores, he moderates the TP scores of the students 
submitted by the supervisors for all the centres in the state at the end of the TP and 
submits the moderated scores. The moderated scores are recorded as TP scores for 
the students of the affected Cycle. There is a post-TP seminar to be attended by 
the people who attended the pre-TP seminar. During the post-TP seminar, issues 
which arose during the TP are discussed. The assessment forms and reports from 
the different centres are collected by the office.  
All these processes the Institute adopts for TP exercise are to ensure 
quality of its graduates in tandem with Ashman, Battistich, Watson, Terwel, 
Schnackenberg, and Abrami, (2013) who maintain that quality delivery method by 
teachers must be insisted on, in order to meet the professional standards. These 
professional standards according to them include working standard, teaching 
practice, and the use of interactive approach of communication during teaching. In 
addition, one of the criteria set by UNESCO for quality education is the 
combination of professional competency and integrity of teachers (UNESCO, 
2014).    
 
 
2.3.3 Concept of Distance Learning System 
The terms distance learning (DL) and distance education (DE) have 
interchangeably been used at different forums and by different writers and 
researchers. Distance learning system (DLS) or distance education has been 
defined by several people as the process whereby education is offered to students 
physically removed from the instructor. According to UNESCO (2014), 
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Wikipedia (2010), Jegede (2013), FME (2004), Wang (2014), and Giossos, 
Mavroids, and Koutsouba (2008), DLS is any form of organized educational 
experience in which teaching and learning take place with the teachers at a 
distance from the learners most of the time.    
Unlike the conventional system of education where there is face to face 
interaction, the students in DLS are separated from the teacher. Through this mode 
the student does not need to leave his job for further studies. He stays and studies 
at his base making use of the print materials provided or materials he gets through 
e-mail, television or correspondence, with little or no face-to-face contact with the 
teacher (Yaya, 2016; Jegede, 2013; Wikipedia, 2010; Achuonye, 2004; Giossos, 
Mavroids & Koutsouba, 2008).  Although it is designed for individuals away from 
the organizing institution which acts as the clearing house, it affords everyone 
equal opportunity to quality education. In distance education, according to 
UNESCO (2014), Jegede (2013), Mohammed, Ismaila, Durodola and Ekpunobi 
(2006), Nguyen and Zhang (2011) and Wang (2014), students study at their own 
pace, place and time. Through it many have been able to compensate for lost 
opportunities of attending conventional schools. They also acquire new skills and 
qualifications for the future and for their jobs. DE provides a level playing field 
for all who wish to participate.  
In DLS, limited number of teachers are used to reach a large number of 
students and it is cost effective (UNESCO, 2014; and Peratton, 2010). It has 
helped to provide learning opportunities to school dropouts, people living in 
remote areas, and adults who want to continue learning.  According to Hellenic 
Open University (2012) DE provides opportunity for those who had earlier on 
been deprived of access to higher education Many people who would have been 
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denied opportunity to formal education now have access to quality education in 
spite of time and location (Jordan, 2014; Ipaye, 2005). Just like newspapers, the 
conventional colleges or traditional face to face education can only reach the 
fortunate few while the broadcast medium, just like distance education, has the 
potential to reach the many (Nguyen & Zhang, 2011; and Wang, 2014). In 
distance education, students spend more time with their course materials than with 
course facilitators.  The course materials designed by course writers and used by 
NTI students are regarded as ‘teachers’ (Sharehu, 2012).  
  Considering the fact that students of distance education do not have the 
privilege of close contact with their instructors and for the programme to record 
success, Yusuf and Englama (2004) suggest minimum conditions that must be met 
for DLS to be successful. According to them, learner-centred method and 
instructional materials must be used; material distribution must be done efficiently 
and on time; there must be an adequate learner support system in place; there must 
be smooth administration of the learning and assessment process; and monitoring 
continuous evaluation must be compulsory in order to ensure quality control. 
Wikipedia (2010) observes that distance education dates as far back as 
1728 and has gone through more than a period of three centuries. Since its 
innovation many universities have embraced it at one time or another, offering 
degrees and/or diplomas. The University of London was the first university to 
offer distance learning degree in 1858. It provided access to higher education to 
students from less affluent background so there was steady enrolment increase as 
a result. Since then this example has been copied by other countries. For example, 
Malawi has used distance learning to address dearth shortage of teachers 
according to Mulkeen (2010). China used it to train a wide range of teachers 
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between 2001 and 2006 (Robinson & Wenwu 2009). Other countries like 
Zimbabwe and Ghana have used distance learning to address shortage of trained 
teachers even in remote areas (Pedzisai, Chiingombe, Manyani, Zinyandu, 
Katsvanga, Chipunza, Matarira, Mazorodze, Mudavanhu, & Chinyanganga, 2012; 
Ghana Education Sector Mission, 2013). According to Shabani and Okebukola 
cited by Salawu (2004, p.178), distance education has the following 
characteristics: 
i Separation of teacher and learner ; 
ii  Institutional accreditation; 
iii Use of technical media; 
iv Provision of a two way communication; 
 v Possibility of face to face meetings for tutorials; and 
vi Participation in the most industrialized form of education. 
 
As online and distance learning programmes continue to gain ground, 
questions about their quality and comparability with traditional classroom 
methods are on the increase (Harris & Parrish, 2006; Pentina, 2007; Reuter, 2009). 
Researchers, however, have shown that DLS students’ outcomes in general 
performance, are similar if not higher than those from the traditional face – to - 
face educational situations (Ikerionwu, 2004; Reuter, 2009; Russell, 2012; 
Murdock, Williams, Becker, Bruce & Young, 2012). Despite the mixed feelings 
of the populace on the effectiveness of distance education on students’ outcomes 
and skills acquisition, many higher institutions have embraced them as viable 
options to provide effective instruction to many (Carey, 2006).  According to 
Wang (2014), distance education has been accepted worldwide as a means of 
providing equitable educational opportunities to as many that desire them. There 
is no longer discrimination as to the quality of distance education. With on-line, 
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distance learning has gained spread as alternative to classroom. It provides a 
second chance to those who would ordinarily have lost the chance of education all 
their life. With technological advancement and the world shrinking into a global 
village, distance education has gone through series of modifications in its modus 
operandi. Wikipedia (2010, p.3-4) identifies 6 modes of operating distance 
education courses: 
i. Correspondence conducted through regular mail. 
ii. Internet conducted either synchronously or 
asynchronously. 
iii. Tele-course/Broadcast in which content is delivered 
through radio or television. 
iv. CD-ROM, in which the student interacts with computer 
contents stored on a CD-ROM. 
v. Pocket PC/Mobile learning where the student accesses 
course content stored on a mobile device or through a 
wireless server. 
vi. Integrated distance learning, the integration of life, in-
group instruction or interaction with a distance learning 
curriculum. 
 
When Open University, United Kingdom was established in 1969, it used 
television and radio as its primary delivery methodologies. Radio, television and 
Internet services have all been employed to advance distance education. 
According to the report of Sloan Consortium (2006, cited in Wikipedia, the free 
Encyclopedia, 2010), more than 96% of the United States based colleges and 
universities offered online courses and almost 3.2 million students were enrolled 
in the various online courses during the 2005 term.  
In the National Policy on Education (NPE), open/distance education was 
described as “the mode of teaching in which learners are removed in time and 
41 
 
space from the teacher” (FME, 2004, p.44-45). The advantages of open/distance 
learning education were also outlined in the policy. In addition to the advantages, 
the policy outlined the goals of distance education in Nigeria as to: 
a. provide access to quality education and equity in 
educational opportunities for those who otherwise would 
have been denied; 
b. meet special needs of employers by mounting special 
certificate courses for their employees at their work place; 
c. encourage internationalization, especially of tertiary 
education curricula; 
d. ameliorate the effect of internal and external brain drain 
in tertiary institutions by utilizing Nigerian experts as 
teachers regardless of their locations or places of work. 
 
Nguyen and Zhang (2011) capture the advantages of distance mode of 
education expressed by the beneficiaries as: through distance education they have 
acquired some skills like time management, prioritization of work and continuous 
learning about their work. DE afforded them the opportunity to apply the learned 
knowledge and skills directly to job; and to develop professionally both in terms 
of acquisition of further qualifications and personal growth.  According to Nguyen 
and Zhang (2011) all these were possible because DE is flexible, allows one to 
study at one’s comfort zone and pace, and provides one an opportunity to earn 
while learning. Nguyen and Zhang go on to say that students who feel they 
acquired sufficient knowledge and are satisfied with the training they received 
through online and distance learning take more courses through the mode in 
future.  
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The trend in modern society is the search for flexible forms of education 
such as DE which will meet the lifelong learning of its citizens (Giossos, 
Mavroids & Koutsouba, 2008). To prove that the government was not paying lip 
services to the importance of DE and as an alternative to face to face mode of 
education, the Federal Government of Nigeria, in 1976, came up with Act. 7 of 
1978 establishing the National Teachers’ Institute, Kaduna, as the first 
government recognized distance teacher education institution in the country 
(Jegede 2004; Sharehu, 2012). 
The students of the NCE by DLS are mainly adults and some of the 
characteristics of adult learner as outlined by Idrus (2001, p.12-14), are that they: 
i. want to learn or be trained with the minimum frustration; 
ii. have limits to the amount of knowledge that they can absorb at 
anytime or training session; 
iii. learn by relating their newly acquired ideas, skills and knowledge 
to their past experience; 
iv. have among them different rates of learning; 
v. like some form of structure to their study or training programmes; 
vi. demand, want and need attention to their specific learning needs; 
and 
vii. all want to experience success in their undertakings. 
 
To meet up with the expectations of this calibre of students, the NTI 
operates the integrated distance learning type which involves complementing the 
learning packages with mentoring and face-to-face support at various key stages 
for effectiveness according to UNESCO (2014) and DeStefano (2011). After 
registration for each semester, learning activities are conveyed chiefly through 
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learning packages. These packages consist of printed texts called modules, audio 
tapes and other materials which are supported by course tutors and counsellors. 
They are expected to study the packages at their pace, time and space and prepare 
for tutorials. The whole package enables the learner to master the content through 
systematically designed instructions. In the modular learning package, a learner 
can stand on his own because the modules are specially and specifically designed 
for them with all assessment and assignment incorporated (NTI, 2012). 
Each of the study centres is managed by tested educationists assisted by a 
permanent staff of NTI specifically posted to the study centre as its desk officer. 
The students have access to highly experienced team of professional facilitators 
who assist them through the programme at the various study centres. The students 
attend tutorials at their study centres on Saturdays when schools are in session and 
every day except Sundays during the school holidays. The tutorial sessions are 
used by both the course facilitators and students to interact based on the units 
assigned to the students to study. It is during the period of facilitation that 
practicals are carried out, assignments given or done and continuous assessments 
tests/assignments conducted (NTI, 2012; Sharehu, 2012; Yaya, 2016).  
The integrated distance learning mode that the Institute operates, accounts 
for quality assurance as per the tests, continuous assessment tests/assignments. 
The course facilitators are at hand to control cheating in tests, assignments and 
examinations. The course facilitators monitor the students during 
tests/examinations and try to uphold the integrity of the Institute.  
Distance education provides education opportunities for those people 
already in jobs, but need access to higher education for job efficiency. It allows 
expanding access to people who cannot attend a school that offers educational 
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services that they desire because they live too far from the school. Many students 
benefit from the system at a time and this promotes mass production of teachers if 
properly handled. Also DE fuels people’s desire for lifelong education since they 
can access education anytime and at any age (Sharehu, 2012; Wikipedia 2010; 
Achuonye 2004; Salawu, 2004; Jegede 2013).  
These views are articulated by the NPE that Open Distance Education is 
often taken for lifelong learning by those who: 
a. graduated from school and desire to update their 
knowledge and skills in disciplines or courses of their 
choice (as a “first chance” opportunity) for their continuing 
professional entrepreneurial development; 
b. left school for one reason or the other, but who having 
matured would want to make a re-entry into the knowledge 
arena; 
c. did not avail themselves the opportunity to go to school but 
who are still interested in acquiring basic education in view 
of the goal of Education For All; 
d. were not successful when they finished from school but 
now wish to remedy their deficiencies and proceed for 
further studies (FME, 2004, p.44). 
          
Distance education has a primary benefit which is studying in the same 
community where one works and lives with families. It is obviously better than 
leaving the community to study elsewhere. In a research on distance education 
students’ preferences and views of available delivery formats Fahy, Steele, and 
Martin (2009), report that delivery of distance education to adult learners should 
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take into consideration the needs and preferences of the learners. The learners, 
according to them, should not be forced to adjust to the delivery methods. Rather, 
the mode of delivery of distance learner has to be compatible with the learners, 
their families and work-related realities. They believe that learners benefit from 
local support and families. In support of that, Simon, Burton, Lockhart and 
O’Donnel (2014), opine that giving support and attention to students’ preferences 
for learning styles will result to more successful distance education programmes. 
This will allow families to remain in remote areas and study instead of moving to 
the cities. Using distance learning system in training teachers has a lot of 
advantages as Jenkins cited by Mohammed, Ismaila, Durodola and Ekpunobi 
(2006, p.8), says: 
Teachers learning on the job can apply what they learn immediately, and 
do not have to leave classes for long periods to get trained; a few trainers 
can teach many trainers; the cost is low; innovations can be introduced 
rapidly to the classrooms, schemes can be flexible on a small or large 
scale as required. 
The educational sector is encumbered with many challenges such as 
inadequate number of teachers to man the schools, attrition of teachers from the 
profession, army of untrained, academically unqualified and under-qualified 
teachers. Therefore, DLS which is an alternative to the conventional mode of 
training teachers is a necessity. 
 
2.3.4 Concept of Teacher Education in Nigeria 
That the teacher is the pivot of any educational system all over the world is 
an understatement. The relevance of resource materials depends on the ability of 
the teacher to handle them to achieve the desired result. If the teacher lacks the 
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needed skills to operate the resource materials, the materials hinder learning 
instead of enhancing learning according to UNESCO (2010), Aslam and Kingdon 
(2007), Parris and Block (2007), Tahir (2006), Biancarosa and Snow (2004) and 
Baikie (2002).  For effectiveness in the educational system, “All the teachers in 
education institutions shall be professionally trained” (FME, 2004). The 
implication therefore is that the success of any educational programme is 
dependent on what transpires in the classroom where the teacher is solely in 
charge. Excellent support in terms of instructional materials, finance, relevant 
syllabuses, supervisory and administrative manpower will amount to naught in the 
absence of a qualified teacher who will ensure that all the facilities are maximally 
utilized for the purposes they were provided. The goals of teacher education as 
enshrined in the National Policy on Education (FME, 2004, p.39) are: 
a. produce highly motivated, conscientious and efficient 
classroom teachers for all levels of our educational system; 
b. encourage further the spirit of enquiry and creativity; 
c. help teachers to fit into social life of the community and the 
society at large and enhance their commitment to national 
goals; 
d. provide teachers with the intellectual and professional 
background adequate for their assignment and make them 
adaptable to changing situations; 
e. enhance teachers’ commitment to the teaching profession. 
 
It was the importance attached to the professionalization of teaching that 
led to the establishment of the Teachers’ Registration Council of Nigeria (TRCN) 
to control and regulate the profession (Sharehu, 2012). It is worthy of note that all 
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the teachers’ training institutions were conventional and teachers serving had to 
leave their families, jobs, familiar environment for the period of their studies. 
This, in no small measure, affected their pupils and the administration of their 
schools. That was the situation until 1976 when the National Teachers’ Institute, 
Kaduna was established as the first government distance learning institute with 
national outlook and reach in terms of students’ population and geographical 
coverage (Sharehu, 2012; Jegede, 2004). The Primary Education Improvement 
Project (PEIP) of the Institute of Education Ahmadu Bello University, Zaria and 
the University of Lagos Distance Education were not widespread like the DLS of 
NTI. 
The National Policy on Education (NPE) maintained that all teachers in 
the educational institutions shall be professionally trained.  Teacher education 
programmes are expected to be structured to equip teachers with the skills needed 
for the effective performance of their duties. Teaching is the only profession in the 
whole world that affects learning and the society from generation to generation. It 
is the foundation of every other profession and development of the nation. The 
teacher is a technician, model, dispenser of knowledge, craftsman, cultivator, and 
a facilitator of learning (Baikie, 2002; Sharehu, 2012; Tahir, 2006).  These roles 
of a teacher can only be carried out by one adequately trained for that purpose. It 
is obvious that no teacher can perform the roles without going through a training 
programme where the expected skills will be inculcated. The pivotal role of a 
teacher in the educational development of any nation is undeniable.  
There is no doubt that a number of factors have to harmoniously work 
together for quality education to be achieved. The disposition of the students, 
enabling environment for teaching and learning, societal-values-infused-
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curriculum, management, community and parents’ support and involvement in the 
schools are some of the factors (UNESCO, 2010; Rahman 2014). However, the 
most important element in the realisation of a good basic education according to a 
number of researchers is the quality of teachers. Teachers are at the centre of 
educational reforms all over the world. According to Tahir (2006), Giossos, 
Marvroids and Koutsouba (2008) and Mustafa (2013), the major factors in 
determining the quality of education are the academic level and the pedagogical 
skills of the teacher because teachers are important drivers of quality education.  
The products of any teacher education programme are the ones who 
determine the interpretation and implementation of the educational policies of any 
nation. The products’ (teachers’) level of competence of interpretation and 
implementation of the policies determines the quality of education received by the 
pupils. Onyenwe’s (2009) assertion that the quality and strength of any 
organization are indices of its successes and failures can be transferred to the 
education sector because the quality of teachers is crucial to its effectiveness and 
efficiency.  The NPE attests to that when it states that “… no educational system 
may rise above the quality of its teachers.”  The conclusion of a national seminar 
held in 1980 on Quantities and Qualities in Nigerian Education according to 
Jegede, (2004, p.3) states that: 
 
…teachers are the main determinants of quality in education. If they 
are apathetic, uncommitted, uninspired, lazy, unmotivated, immoral, 
anti-social, the whole nation is doomed. If they are ignorant in their 
disciplines and impart wrong information, they are not only useless, 
but dangerous. The kind of teacher trained and posted to the schools 
may well determine what the generation will be. 
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The quantity and quality of the teaching force of any nation determines the 
extent of its development. Yaya (2006) and Jegede (2004) observed that there 
have been several global concerns on the education of mankind. Teachers are 
expected to develop and nurture the young ones into responsible and productive 
citizens, so these teachers should be taken through a professional and specialized 
educational training. They should continuously be motivated, encouraged and be 
exposed to regular professional development programmes and in-service training 
in order to upgrade their skills. The social recognition accorded to teachers needs 
to be improved upon. They must have opportunities for continuing professional 
advancement and improvement in their chosen career because “…without well 
trained professional teachers, there cannot be any meaningful educational growth 
for the country either quantitatively or qualitatively” (Baikie, 2002, p.213). 
According to Aluko (2009), teachers must be highly competent in knowledge, 
skill principles and methods relevant to the management of education. 
Professionally qualified teachers who have access to learning enhancing 
facilities and regular opportunities to attend professional development activities 
are likely to be effective (FME, 2005; FME, 2009
a
). Unfortunately, states and 
local education authorities (LEAs) do not pay much attention to the continuous 
professional development of their teachers through retraining exercises. The 
Millennium Development Goals (MDGs) of retraining of primary schools being 
undertaken by NTI/FME/MDGs office since 2006 is aimed at enhancing the 
performance of the teachers in the classroom. In a research carried out by UBEC 
(2009), 91.99% of the sampled teachers attended school-based UBE/World Bank 
training and no training organized by either the state or the LEA. 
50 
 
World Bank (2008) in a research identifies improved learning 
environment, availability of textbooks, longer time spent on effective learning, 
regular teachers’ and pupils’ attendance to classes, and improved monitoring as 
factors that will improve learning in schools but the importance of a trained and 
well-motivated teacher was not over looked by Aslam and Kingdon (2007, cited 
in UNESCO, 2010, p.114) as they affirm that:   
Teachers are the most important education resource in any country. 
From early childhood through primary and secondary school, the 
presence of a qualified, well motivated teacher is vital for effective 
learning. What students achieve in school is heavily influenced by 
classroom practices and teachers’ skills. 
 
Teachers in the primary school should have basic knowledge of numbers 
sufficient for the teaching of primary mathematics; basic understanding of word 
meanings, synonyms, sentence completion, verbal reasoning, and punctuation; 
general knowledge as demonstrated in the skills of reading, writing, mathematics 
and reasoning, classroom organization and management and monitoring of the 
attainment of learning goals (Johnson, 2009). Through their knowledge of 
learning theories and cognitive development of pupils they should be able to 
assess the progress of individual pupils in their care. 
The National Commission for Colleges of Education (NCCE), established 
through Act 13 of 17 January 1989 and amended through Act 12 of 1993, is 
charged with the responsibility of regulating teacher education at the NCE level 
according to Eze (2012) and Okebukola (2010). The commission was established 
because of the utmost importance accorded quality education by the Federal 
Government of Nigeria. The commission is to ensure harmonization of quality 
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among the colleges of education whether federal or state. It is among other 
functions to: 
i. make recommendations for the full development of teacher 
education and the training of teachers; 
ii. lay minimum standards for every teacher education 
programme and accredit their certificates and other 
academic awards; 
iii. set out criteria for accreditation of all colleges of  the 
education and other NCE awarding institutions in Nigeria 
whether federal or state.    (NCCE, 2002, p.3) 
 
The commission had as its primary assignment the development of the 
Minimum Standards for the training of NCE teachers. Every college of education 
and any other NCE awarding institutions all over the nation are expected to meet 
the Minimum Standards in their operations. Before, Primary Education Studies 
(PES) was optional in the Minimum Standards for NCE teachers. Then it was 
common to find students being trained to teach in the primary schools yet they 
offered no courses in PES. Some did courses such as English Language/Social 
Studies; Christian Religious Studies; English Language/Christian Religious 
Studies, Social Studies/Christian Religious Studies;  Arabic Studies/Social 
Studies; Social Studies/Hausa; Mathematics/Integrated Science; Christian 
religious Studies/Yoruba; Hausa/Christian Religious Studies (NCCE, 2002; 
Okebukola, 2010). None of the combinations exposed any of the students to the 
following primary school subjects: Mathematics; Basic Primary Science and 
technology; Social studies; Cultural and Creative Arts; French, Nigerian 
Languages; Hausa; Igbo; Yoruba; Home Economics; Agricultural Education; 
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Religious Studies (CRS/IRS); Physical and Health education; English Studies; 
Computer Studies and Arabic.  
Adekola (2007) holds the view that feedbacks from classroom studies and 
teacher surveys have made the NCCE to modify the NCE curriculum, which has 
led to the expansion of PES to cover a wide range of the primary school 
curriculum. Making PES a compulsory combination for NCE teachers is aimed at 
training teachers who have sufficient knowledge of the primary school subjects 
for functionality in the 9 Year Basic Education Curriculum. This was necessitated 
by the need to align the NCE Minimum Standards with the curriculum of the 9-
year schooling as required by the Universal Basic Education (UBE) programme. It 
was meant to ensure that the pre-service and in-service teachers are adequately 
exposed to the main elements of the basic education curriculum. It was also an 
effort to instil the knowledge and skills that the teacher-trainee would require to 
achieve effective teaching and learning environment at the basic education level. 
From time to time innovations on the best way to improve methods and strategies 
of training teachers are introduced in the teacher education programmes 
 Although teacher certification is a formal federal benchmark credentials 
needed for entry into the teaching profession, certification provides only limited 
evidence that teaching certificates signify teachers can produce greater student 
achievement. No wander some researchers have advocated that certification of 
teachers should be hinged on the student performance. They support a relationship 
between subject-specific certification and student output (Rice, 2010). Every 
person who stands before students to teach a lesson should not be counted as a 
teacher. Mere paper qualifications whether academic or professional do not 
qualify one to be certified as a teacher. Obanya (2010) believes a teacher’s 
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qualification should supersede being an adult, having been to school and having 
been through a teacher preparation programme. There is therefore the need to 
accept potential advantages and flaws of such certification. 
Alternative certification policies, which allow non-traditional candidates to 
become licensed teachers without completing teacher education programme is by 
no means being advocated here. Rather Baikie (2002) is of the opinion that 
certification should be directed primarily towards the provision of minimum 
standard of competence followed by the means of competence which is the 
certificate. To him, if a set of criteria, through which only qualified and competent 
personnel are authorized to teach, is not developed, the schools and colleges will 
be flooded with incompetent and unqualified teachers.  
Emphasis should not be on the acquisition of competence but on the 
demonstration of competence. Goldhaber, Liddle and Theobald (2012) hold that 
teachers’ certification should be based on tests. To them, certification test scores 
are more related to teachers’ performances than degrees earned and some other 
measures. They therefore suggest that certification tests’ scores should be used in 
regulating entry into the classroom, particularly as a way of attempting to ensure a 
fundamental standard of quality. 
2.3.5 National Teachers’ Institute NCE by DLS 
The National Teachers’ Institute, Kaduna, is the major teacher training 
institution by distance education and the only single mode distance education 
institution in Nigeria (Yaya, 2016; Sharehu, 2012; Mohammed, Ismaila, Durodola 
& Ekpunobi, 2006; Jegede, 2013).  It was established in 1976 because of the 
pressing needs in the country for trained and qualified teaching staff at all levels 
of the educational system. The Act No. 7 of 10
th
 April 1978 which established it 
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mandates it in Section 3, to among other functions: “organise and provide 
programmes for the training, development, upgrading and certification of 
teachers” (Federal Republic of Nigeria, 1978: A 74; Mohammed, Ismaila, 
Durodola & Ekpunobi, 2006; Sharehu, 2012; Yaya, 2016). 
The Institute has been running programmes aimed at retraining and 
upgrading unqualified/under-qualified teachers in the primary and secondary 
schools using distance education techniques. In 1982, the National Teachers’ 
Institute took over the conduct of Teachers’ Grade II Certificate Examination 
from the West African Examination Council (WAEC) and in 1984 it introduced 
the Teachers’ Grade II by DLS. All these were in pursuance of the Institute’s 
mandate. By 2006 when the Federal Government scrapped the Grade II 
Certificate, the Institute had trained and certificated 584,000 Grade II teachers all 
over the nation (Sharehu, 2010). 
The Institute started training teachers for the NCE through its distance 
learning system in 1990 after the Federal Government of Nigeria declared the 
NCE as the minimum teaching qualification. Most of the NCE by DLS students 
are usually people who had benefited from the previous teacher training 
programmes at the Teachers’ Grade II level and might have been teaching in the 
different parts of the country for a number of years. Moreover, they go through the 
NCE by DLS training while still teaching in their various schools because they 
could not afford to go for full-time teacher education in conventional colleges of 
education for reasons of time, funding and so forth. Apart from the entry 
qualifications of the students being in consonance with the standards set by the 
NCCE, all the courses offered for the NCE/DLS certificate at the different centres 
55 
 
are accredited by the NCCE from time to time (Mohammed, Ismaila, Durodola & 
Ekpunobi, 2006; Sharehu, 2012). 
It takes a student in a conventional college of education three academic 
years to obtain the NCE, whereas, it takes four Cycles (equivalent to four years) 
for a student of NTI distance learning system to get the same certificate (NTI, 
2012; Yaya, 2016). Yet, this is preferred by many because of the advantages 
distance learning has over conventional schools. Such advantages include: cost 
effectiveness; on the job teacher training; accessibility of education to people 
regardless of sex, age, and marital constraints, place of residence; flexibility in its 
delivery system; and ability to admit and graduate more students than any singular 
conventional college of education among other numerous advantages (Sharehu, 
2012; Wikipedia 2010; Achuonye, 2004; Jegede, 2004).  
The precarious situation the dearth of qualified teachers in the educational 
system would have put this nation into without the number of qualified teachers 
added into the system by the NTI through its distance learning system on yearly 
basis is better imagined. (Adekola, 2007, p.18) captures this when he says,  
In many states… output from colleges of education is far lower than 
demand for teachers for primary and junior secondary schools. This 
concerns states planners who are confronted with the need to meet 
quantitative and qualitative demands for primary school teachers. 
 
Despite efforts of several states to produce enough qualified teachers, the 
problem of lack of qualified teachers in some states is yet to be fully addressed. 
According to Yaya (2016) the Institute had from 1993 to 2014, trained and 
certificated more than 250,573 NCE graduates all over the nation through its NCE 
by DLS. No singular college of education can boast of this achievement within the 
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same period. The NCE/DLS is one of the most cost-effective strategies for 
addressing existing shortfalls in teacher supply and produce the number of 
teachers required for the implementation of the National Policy on Education.  
The contributions of the Institute in teacher education in Nigeria 
notwithstanding, criticisms trail the efforts. For example in the Daily Trust of 13
th
 
May 2010, the Minister for Education was reported as saying that NTI has poor 
quality teaching at the study centres with its attendant poor quality graduates. 
These criticisms may be biased and may not be substantiated as no study, to the 
best of this researcher’s knowledge, has reported that products of NTI DLS were 
less competent than teachers produced through the conventional mode of teacher 
education. In the same page of the newspaper, it was reported that a student of 
NTI who was a beneficiary of Teacher Education in Sub-Saharan Africa 
(TESSA), Riskatu Iyabode Adenekan, won the Queen’s Anniversary Award for 
Higher Education. She joined other TESSA teacher Award winners from Sudan, 
Ghana, South Africa and Kenya to collect the award in London. 
The NTI operates integrated model of delivery in DL. Teaching materials 
usually in form of print and supplemented at times with recorded audio and video 
cassettes are some of the sources of instruction in NTI NCE by DLS. The print 
materials are designed in form of self instructional, self-contained, well structured 
and properly sequenced course texts. The layouts of the books are done in such a 
form that studying is systematic and orderly. Recently an NTI FM 100 Watts 
Transmitter Radio Station donated by the Commonwealth of Learning (COL) was 
installed and commissioned. It is meant to enhance the Institute’s programme 
delivery especially the NCE programme. In addition, Open Educational Resources 
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(OERs) have been introduced into the NTI instruction mode. The students are 
expected to assess the materials through the internet (Yaya, 2016; Sharehu, 2012).   
The NCE/DLS students are expected to study the self-instructional course 
materials at their time and pace before the period of tutorials of face-to-face 
contact. The tutorial contacts are held on Saturdays and school vacations at the 
study centres. Each centre being one of the administrative points of the NTI is 
coordinated by a permanent staff of NTI referred to as the Centre Desk Officer 
(CDO) and Centre manager who is a part-time staff. These ones are assisted by 
the part-time facilitators for the different subjects offered at the centre. The course 
facilitators are there on contact days to bridge the gap distance has created 
between the teaching institution and the learner through face to face contact and 
tutorial sessions organised at various study centres around the country (Yaya, 
2016).  During contact sessions, tutorials are held and practicals are conducted for 
students. It is also a period of answering students’ questions, giving and marking 
assignments and tests. To this end the NTI has produced course books for all the 
teaching subjects in addition to Education, Primary Education Studies, and 
General Studies Education it offers and for all the Cycles. The guides for self-
study by the students and tutorials by the course facilitators are outlined in the 
NTI NCE/DLS Students’ Handbook issued to each student at the point of 
registration. 
According to the NCE/DLS students’ handbook (NTI, 2012) each subject 
for each of the four Cycles has 80 hours contact session for tutorials. These 
contact sessions are divided into two semesters of 40 hours for each semester for 
each subject offered. The first semester examination is normally held during the 
school vacation in July/August whereas the second semester examinations come 
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up during the school vacation in December. Each student is expected to complete 
the programme within a minimum period of 4 years and a maximum of 6 years.  
 
2.3.6 Concept of Content Mastery 
Teaching involves answering students’ questions, guiding them to learn 
and supervising their work. So teachers are expected to do all within their power 
to support the students’ learning abilities. Content knowledge refers to the subject 
knowledge/mastery needed to carry out teaching in a particular subject according 
to Ball, Thames and Phelps (2008) perspective.  This demands proper 
understanding of the content of the school curriculum because teacher’s content 
knowledge will inform the use of appropriate choice of strategies in teaching the 
learner.  
That content knowledge is crucial to teaching and learning is obvious 
according to Ball, Thames and Phelps (2008). This is because content knowledge 
helps to build bridges between the academic world of disciplinary knowledge and 
the practice world of teaching. A teacher who has content mastery will be able to 
know when wrong answers are given either by the students or in the textbook.  
There is nothing more fundamental to a teacher’s competence than the fact that 
the teacher must know the subject being taught. Ball, Thames and Phelps (2008) 
argue that teachers who do not have mastery of the content would not be able to 
help the students learn the content. Adequate content knowledge is therefore a key 
to teaching and its improvement. 
              An effective teacher must be able to face challenges in school and 
possess the competencies based on content knowledge, methodology skills and 
assessment of skills according to Norlander (2009) and Johnson (2009). To 
promote learning among the students, the teacher must have broad knowledge and 
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pedagogical skills. To that effect teacher education curriculum is designed to 
ensure that teachers are competent in both content knowledge and pedagogical 
skills (Mustafa, 2013). In fact Abdul Rasaq, Ahamad Rahim, and Seman (2013) 
succinctly capture who a good teacher and by extension a competent teacher 
should be. According to them competent teachers are those teachers ‘who are 
experts in teaching subject content, and are able to manage personnel, teaching 
aids and classroom effectively’ p. 83. So a teacher needs to be resilient and be 
able to establish an interesting and effective learning environment. This can be 
done through the adoption by the teacher of all the knowledge and learning 
experiences he acquired in the course of training because teacher’s competence 
entails mastery of subject content and teaching techniques. 
 In realization that teaching requires specific knowledge and skills, teacher 
education curriculum is designed to ensure teachers are very competent in both 
content knowledge and teaching skills (Abdul Rasaq, Ahamad Rahim, & Seman 
2013). Mastery of the content knowledge and pedagogical skills will facilitate 
teachers’ competence. Awang, Jindal-Snape, and Barber (2013) maintain that for 
teachers to be effective, they must have content knowledge and teaching skills. 
The absence of these will bring adverse effects to the teaching profession. 
Researchers like Goe (2007); Edmond and Hayler (2013), based on their 
findings, hold the view that courses in pedagogy and content knowledge have 
great impact on teacher performance and teacher quality. They believe that 
coursework in pedagogy has a strong effect on teacher performances when such 
courses are combined with courses in content areas. To them, there is a positive 
connection between students’ achievement in mathematics and teacher’s 
coursework in that subject.  
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Rice (2010) investigated the role of teacher pre-service coursework as a 
foundation of high-quality instruction, placing particular emphasis on the impact 
the courses teachers went through have on the achievement of their students. He 
discovered that coursework in the specific academic content areas a teacher is 
assigned to teach can promote teacher competence and student achievement in 
some subjects and grade levels. The teacher’s level of content knowledge 
determines the student’s content knowledge and subsequently, the level of the 
student’s performance. 
2.3.7 Concept of Teaching Methods/Strategies 
 
Teaching offers one the opportunity to positively change other people’s 
lives for good. A teacher helps students to develop their subject knowledge, minds 
and personality. With the tiring, stressful and high demanding nature of teaching 
coupled with the variation of students’ minds and motivations, the teacher is 
expected to have and use different methods that are at his command to connect 
with the students. Appropriate pedagogical skills help the teacher to bring the 
learners in close contact with curriculum contents according to Ball, Thames and 
Phelps (2008). 
Teaching skills are very important in the educational sector. Appropriate 
teaching methods will certainly enhance the students’ participation in a classroom 
setting and understanding of a topic. So acquiring efficient teaching skills by 
teachers is important for effective teaching and learning. Interpersonal, 
presentation, team management, motivational and organizational skills are all 
needed by the teacher to enable the students to learn optimally. These skills will 
help the students to get concentrated and focused. To Ball, Thames and Phelps 
(2008), teachers are expected to predict what will motivate the students, anticipate 
61 
 
students’ attitude towards any given task and decode the students’ thoughts 
through their language use. These actions can only be carried out by teachers with 
the appropriate teaching skills/strategies. 
Two aspects of professional competence relevant to effective learning, 
according to Saba, Ma’aji and Tsado (nd), are knowledge of the subject matter 
and ability to teach through the right application of methods involved in teaching 
the subject. These researchers believe that the complaint from employers about 
graduates’ lack of requisite job-skills may be related to the lecturers’ inability to 
exhibit adequate pedagogical skills in teaching the students.    
According to Mustafa (2013) trained teachers are expected to be 
competent based on the theoretical knowledge, practical training and soft skills 
they acquired during the process of their training.  They must be able to create an 
interesting and effective teaching and learning environment. Mustafa opines that a 
competent teacher works hard and shows high sense of responsibility because he 
knows he is accountable to the school administration, parents and children.  
According to Chung (2005) and Obanya (2010) two most important determinants 
of quality of education are the academic level and the pedagogical skills of the 
teacher.  
Although the teacher’s content mastery is very paramount in a teaching 
and learning environment, without the appropriate skills the teacher will not be 
able to positive impart the acquired knowledge into the pupils. In most situations, 
a teacher’s level of competence is determined by the ability of the pupils to 
demonstrate acquisition of content knowledge in a given task. The competence of 
a teacher who could not impart knowledge into the pupils is often queried. 
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Acquisition and use of appropriate pedagogical skills by a teacher in teaching 
cannot be wished away.  
2.3.8 Concept of Assessment Skills 
Apart from content knowledge and pedagogical skills, every teacher is 
also expected to be able to assess the learning of students. Broadly, assessment 
encompasses the teacher’s ability to continuously gather information about the 
students’ learning through various means (Stobart, 2008). It is one of the core 
duties of a teacher. In fact, it is an essential part of the teaching and learning 
process that goes on in a classroom each day in different forms.  It helps to 
determine how well the students have learnt any topic taught. Assessment helps 
the teacher to evaluate the effectiveness of her teaching and equally helps to 
identify students who have or have not mastered any particular lesson. The 
information that the teacher gathers are also used in making decisions about the 
students and education policy (Kellaghan, Greanery & Murray, 2009). 
Through the gathering of information a teacher is able to help each of the 
students to understand the ideas being taught. Such information gathered through 
assessment can be used in determining if any student needs additional instruction 
in a topic; whether a student should be promoted to any class or be made to repeat 
a class. The teacher has a responsibility to all the pupils in the class to ensure they 
all have the chance to learn and achieve as much as possible. Through the 
assessment the teacher is able to determine the level of understanding of each of 
the students and then help them to excel.  
Stobart (2008), maintains that assessment is a constructive activity that 
encourages deepening learning. Assessment carefully carried out raises the 
standard of teaching and learning. A teacher’s methodological skills and 
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students’ learning are improved and the resultant effect manifests on students’ 
overall achievement. Through assessment, teaching is not based on the very 
intelligent students only but every student is given an opportunity to learn 
because the result of the assessment may lead to change in methods.  
Formative assessment is on-going throughout the time the teacher is in 
the classroom according to Goodman (2011). This is because the teacher watches 
the students in the classroom, talks to them concerning their work and determines 
the extent each student had gone in a given topic. In classrooms, there is frequent, 
interactive assessments of student progress and understanding to identify learning 
needs and adjust teaching skills appropriately. The students themselves are very 
active in their learning.  Essentially, the information gathered on the students’ 
content mastery, their acquired skills, application of knowledge help the teacher to 
determine the next line of action. According to Goodman (2011) it is not possible 
to introduce formative assessment without some change in classroom pedagogy 
because it is an essential component of the pedagogical process.  
 
2.4 Empirical Studies  
Other researchers have carried out studies in areas related to this work. Such 
empirical studies were reviewed as they relate to this work. 
2.4.1 Studies on Professional Competence 
  Professional competence of teachers is central to the academic 
performance of students (Ogbonna, 2015).  Researchers have therefore carried out 
studies on how teachers’ competence affects how they carry out their duties in 
class and the performance of their students.  
Rahman (2014) conducted a research on the effect of professional and 
pedagogical competence against the performance of Junior High School Science 
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in Ternate. The sample for the study was drawn from nine junior high school 
science teachers in Ternate. Using stratified random sampling technique, 61 
science teachers were selected for the study. The data were analysed through the 
use of simple linear regression. The results showed that professional and 
pedagogical competence give positive effect on the performance of junior high 
school science teachers in Ternate. Rahman recommended among others things 
regular educating and training of teachers in the use of various science teaching 
strategies; using of laboratory science training tool; and optimizing the 
supervision by principals; continuing education and accurate preparation of 
science textbooks. Using some competency indices, this study investigated the 
competency level of the NCE by DLS graduates. It sought to find out if there were 
areas they were not professionally competent. 
           Pantic, Wubbels and Mainhard (2011) carried a research on teacher 
competence and its appropriate appraisal. They used questionnaires to get the 
responses of teachers, teacher educators and student teachers from six Western 
Balkan countries. The study sought to uncover the conceptions of competence 
held by beginning teachers. The results of the study suggest among other things 
that beginning teachers believe that teaching competence requires demonstration 
of thorough preparation, a sound knowledge of the subject and effective classroom 
management.  
This study addressed the impact of NCE by DLS on the professional 
competence of the graduates of the programme. The number of years the 
graduates have put into teaching was not taken into consideration in determining 
the professional competence.  
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Education Sector Support in Nigeria (ESSPIN) (2011), in a study to 
establish the minimum knowledge and capability of primary school teachers in 
Nigeria had a sample of 19,125 primary school teachers. The teachers were given 
tests and the test materials were equivalent to mastery level expected of children 
aged 10 to 12 years. The tests were based on: basic numerical knowledge for the 
teaching of primary mathematics; basic knowledge for the teaching of simple 
language structures; the application of basic literacy to lesson development; and 
the application of basic numeracy to classroom administrative tasks. The 
argument was that competent teachers should achieve scores of at least an average 
percentage of 80% in the four areas.  Tables, frequencies and percentages were 
used to analyze the data.  
The results showed that 75 teachers scored an average percentage score of 
80%; 3814 teachers had an average percentage score of at least 60%; 9662 
teachers had an average percentage score of at least 40% and 5574 teachers had 
their percentage score falling below 40%.  The study found that teachers 
performed woefully on tests that measure fundamental aspects of their profession. 
They failed to exhibit a minimum knowledge and capability expected of a primary 
school teacher. While ESSPIN (2010) tried to find out how competent the teachers 
in the primary schools were in carrying out their teaching, this study sought to 
find out the level to which NCE by DLS graduates can, among other things, 
exhibit content knowledge in their teaching subjects. 
             On choice of teaching as a course of study, Obanya (2007) studied a 
sample of 179 undergraduate students in a faculty of education in one of the 
Nigerian universities to determine their preferences for teaching as a career. He 
used table and simple percentage to analyze the data he obtained. He found out 
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that only 15 students (8%) chose education as their first choice; 57 students (32%) 
chose it as their second choice; 66 of the students (37%) indicated that they made 
education their 3
rd
 choice; whereas the remaining 41 student (23%) never put in 
for education. Apart from the 15 students (8%) who purposed to study education 
the 164 students (92%) who were reading education were there as their last option. 
If they had got admission in their preferred courses they would not have read 
education. This large number of ‘uninterested teachers’ should never be expected 
to have passion for education and be part of the team that will lead to the 
realization of the educational goals of the nation.  
 
     The implication of this is that teacher performance might have a direct link to 
interest. Teachers who are interested in teaching as a career are likely to perform 
better in the classroom than teachers who are ‘forced’ into teaching by 
circumstances. In spite of whatever circumstance that made the graduates to 
choose to teaching, this study investigated whether the DLS had impacted 
positively in them in their professional competences in terms of content mastery 
of teaching subjects, teaching method skills, and assessment of pupils’ learning. 
2.4.2. Studies on Programme Impact 
Aluko (2009) carried out a study in Pretoria South Africa on the impact of 
an Advanced Certificate in Education (ACE) Program on the Professional Practice 
of Graduates. The researcher sampled 200 graduates and 13 principals/line 
managers of the graduates in her study. In addition she interviewed six graduates 
and six principals. Computer-Assisted Qualitative Data Analysis software was 
used in analysing the interviews conducted while the statistics department of her 
institution analyzed her work using cumulative frequencies and cumulative 
percentages. Of the 197 graduates who responded on whether the programme met 
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with their expectations, 179 (91%) responded positively while 18 (9%) said no. 
Regarding the value of the programme for their practice, 116 (59%) rated it as 
excellent, 50 (25%) as above average, 30 (25%) as satisfactory and 4 (0.51%) as 
poor.   
The study revealed a strong relationship between the completion of the 
programme and improvement of their professional practice performance. On their 
ability to play leadership roles, the principals affirmed that the graduates in their 
schools play leadership roles unlike those who had not attended the programme. 
She also discovered that the programme made significant impact on the graduates 
in the acquisition of teaching method skills and time management. Having 
identified paucity of research on the impact of distance education programmes on 
graduates and their workplaces during her literature review, she recommended 
that more research work should be done on it.  
       Whereas Aluko’s (2009) study was on ACE graduates who had acquired 
professional teaching qualification before undergoing the ACE programme, the 
present study was on NCE graduates whose highest qualification was the NCE 
obtained through the DLS. Aluko also investigated the opinion of the principals 
and immediate line managers of the graduates, while this study focused on the 
graduates and their employes/supervisors  
        In a study by ProjectStoc (2014b) on The Impact of Computer studies on 
Business Education Students in Higher Institutions of Learning in Enugu State, 
110 students and 10 academic staff from schools and departments of Business 
Education of selected schools were sampled using questionnaires. Weighted mean 
was used to analyze the obtained data. Their findings showed that the introduction 
of computer studies in Business Education made work easier for both the 
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graduates and the lecturers. The graduates of Business Education who were 
exposed to computer studies in school indicated that they were more employable 
than their counterparts who did not have exposure to computer studies in school.  
Whereas their exposure to introduction of computer studies as students 
made the graduates of Business Education employable, what impact did the DLS 
make on the NCE graduates’ performance in classrooms? From their assessment 
and the employers’ rating, in which area/s - subject content mastery, acquisition of 
teaching method skills, or their abilities to assess pupils’ learning - did the 
programme make significant impact on their competency level? These were the 
questions this study investigated. 
        ProjectStoc (2014a) carried out a research on the employers’ perception of 
the HND secretarial graduates in selected companies in Enugu urban. The work 
was to find out why many HND secretarial graduates were unemployed and how 
employers of labour perceived them. The sample consisted of 110 employers and 
questionnaires were used to gather data. Tables and percentages were used in 
analyzing the data obtained. The findings indicated that employers perceived 
HND secretarial graduates as ill – trained and as lacking personal qualities. Their 
training did not impact positively on their competence in the world of work. Did 
NCE by DLS impact positively on the professional competence of the graduates in 
the areas of content mastery of teaching subjects, teaching method skills, and 
assessment of pupils’ learning? 
       Mohammed, Ismaila, Durodola and Ekpunobi (2006) carried out a survey 
study on Teacher Education at a Distance: Impact on Community Development. 
The study covered the whole Nigeria and the respondents were selected through 
stratified random samples from the 36 states and the six geo-political zones. The 
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sample comprised of 986 students, 833 graduates, 184 school heads, 177 school 
teachers’ colleagues, 158 school management officers, 103 resource persons and 
48 community leaders. All except the community leaders were given structured 
questionnaires. The community leaders gave oral responses which were recorded 
in audio tapes. The responses were tallied and the percentages of each of the 
options collated and the percentages of the grand total for the responses 
calculated.   
                    The findings showed that through the programme both the NTI 
students and graduates have acquired new knowledge and skills and could discuss 
professional matters with their colleagues. They were found suitable to be 
assigned positions and responsibilities in their schools. Many of the graduates had 
been promoted as a result of the training they went through. Others had had 
opportunities for either higher education or made in-roads into politics. The 
graduates were discovered to be involved in issues affecting their communities 
through mobilization and sensitization. They were consulted on different issues 
and this has made many people to enrol into the NTI programme having viewed 
the graduates as success stories.  
 The study by Mohammed, Ismaila, Durodola and Ekpunobi (2006) showed 
that the DLS graduates acquired skills that could enable them discuss professional 
matters with their colleagues. It also discovered that they made tremendous impact 
on their communities. Were the DLS graduates able to translate the acquired skills 
into the classroom setting? Have they made any positive impact in the lives of 
their students through their teaching?  
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2.4.3     Studies on Distance Education  
Some researchers have tried to look at distance education from different 
angles. While there are researches on the category of beneficiaries of the system, 
some tried the comparison on the performance of students from both conventional 
schools and their counterparts from distance system.  Other studies were on 
completion rate of DLS students, students’ motivation to study through distance 
learning and a host of others. The fact remains that DLS students for either 
degree/post graduate or NCE in Nigeria are exposed, like their conventional 
counterparts, to the same curriculum prepared by their supervisory body. While 
National Universities Commission (NUC) is responsible for the University’s 
degrees/post graduate diplomas, the NCCE is in charge of the NCE in Nigeria. 
 On motivation to study through DLS, Aluko (2009) in her study 
discovered that the graduates’ motivation to study through DLS was because of 
their quest for education; desire to improve their leadership skills; desire for 
promotion; need to combine studies with family and career responsibilities; and 
DLS was cheaper than conventional system.  Wood cited by Gana (2004) carried 
out a research on the calibre of learners who form the bulk of DLS students. The 
respondents were 223. Questionnaires were administered on the respondents. 
Using percentages to analyze the data, he discovered that 70%of graduates who 
studied through the distance system were on full-time employment. The 70% 
respondents said they could not leave their work for studies in a regular 
conventional school. The other 30% had different reasons like DLS is cheaper, 
family responsibilities and never had an opportunity to go to school.  
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 The students gave different reasons for opting for DLS. This work 
investigated how adequately trained these graduates were as NCE teachers in 
terms of content mastery, pedagogical, and assessment skills. 
 In trying to find out whether there was any significant difference between 
the performance of students in conventional schools and the ones of DLS, Wells 
and Delinger (2011) studied the effect of type of learning environment on 
perceived learning among graduate nursing students. The study which was a 
quasi-experiment set out to find the effect of learning environment on perceived 
learning among graduate nursing students. The identified learning environments 
were internet, compressed video remote site, and compressed video host-site. A 
sample of 46 students enrolled in the graduate course was used for the study. The 
study found out that there was no significant difference in the perceived learning 
among the students enrolled in the three sections of the programme. Regardless of 
the type of learning environment, the students’ perception on their learning of the 
course content was the same. That suggested that the quality of instruction was 
more of an influence than the mode of teaching. 
 The NCE by DLS students were not taught through the conventional way. 
They were physically separated from their facilitators. They had little face to face 
contact with them. Therefore, this work investigated whether the training given to 
the graduates through the DLS mode of instruction equipped them as per content 
mastery, acquisition of methodological skills and assessment skills.    
          Faulk (2010) conducted a research on Louisana public school administrator 
perceptions of online teacher education. The data for the study was collected 
through the use of survey questionnaire containing nine items using Likert Scale 
format. The respondents were also to provide comments/suggestions using an 
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open ended question. Regular and electronic mail were used to survey a sample of 
49 superintendents of public school districts of Louisana while electronic mail 
only was used to survey a sample of 88 public school principals of Louisana.  
             The results showed that administrators’ perceptions of online teacher 
education appear much more negative than positive. In the areas of teacher 
preparation for the classroom management, student diversity and special needs, 
the social aspects of teaching and teacher methodology/pedagogy, the 
administrators perceived online teacher education as negative. The results 
however showed that the administrators were positive of online teacher education 
in terms of preparing teachers for theories of teaching and learning. Many of the 
administrators expressed strong reservations employing teachers primarily trained 
through online. Though the administrators were open minded towards the 
methodology, they were not convinced that online teacher education will 
adequately prepare teachers in terms of the challenges that teachers face. 
 One of the hurdles of the DLS is the wrong perception of people of the 
DLS. Such people see it as a deficit mode of training teachers. To them, any 
training that did not take place within the four walls of the institution will not be 
able to adequately equip the graduates with the required skills for the world of 
work. So this study investigated the ratings of the DLS by the graduates 
themselves and their employers on the graduates’ content mastery, acquisition of 
teaching skills and assessment skills. Through their ratings would their employers 
express strong reservations employing them as Faulk (2010) discovered. 
  Ikerionwu (2004) compared the 1999 final degree classification of B. A. 
Education/English and B. A. Education/History of regular and distance learning 
students of the University of Abuja, Abuja.  The regular students took four years 
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whereas their counterparts in distance learning system took five years to complete 
their curriculum. His sample for B. A. Education/History was four students for 
conventional and six for distance learning. For B. A. Education/English, the 
sample was 11conventional students and 15 DL students.  
The final results of the students were collected from the appropriate 
quarters and percentage was used to analyze the data.   His results revealed that 
25% and & 75% of the students from conventional mode had second class upper 
and second class lower degrees respectively in B. A. Education/History while 
17% and 83% of the DL students in the same department had second class upper 
and second class lower degrees respectively. There was no third class, pass, or fail 
in any of the modes.  In B. A. Education/English department, 18%, 55% and 9% 
of the students from conventional mode had second class upper, second class 
lower, third class degrees respectively while 9% did not graduate.  Whereas there 
was no second class upper for DLS students in the same department, 40% and 
27% students had second class lower and third class degrees respectively while 
33% students did not graduate. 
 The students had the same curriculum and were taught by the same 
lecturers. Students from both modes were found on the same level of degrees - 
second class upper, second class lower and third class. No particular mode had the 
monopoly of a particular level of pass. This study shows that it is not the mode of 
study that determines the level of pass but other factors within and outside the 
student who went through the programme.  
Ikerionwu (2004) compared the final degree results of regular and DLS 
graduates. The employers of NCE by DLS graduates have teachers trained both 
through the conventional mode and DLS in their employment. Would they rate 
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DLS graduates as being professionally incompetent, deficient in content mastery, 
pedagogical skills and assessment skills? That is what this study set out to 
investigate.    
Delaney, Johnson, Albert and Treslan (2010) studied Students’ Perceptions 
of Effective Teaching in Higher Education. The emergence and acceptance of 
distance education propelled the researchers to question about the characteristics 
of effective teaching in online courses. Are the characteristics of effective 
teaching in a face – to – face environment the same as the characteristics of 
effective online teaching. They tried to identify the characteristics of effective on 
campus and distance teaching as perceived by Memorial University 
Newfoundland students. 330 graduates and undergraduates who registered for the 
academic year formed the sample. An online questionnaire was used for the study 
using a website. Data were taken and compiled in comma – delineated format.  
The data obtained was coded and analysed manually. The researchers 
isolated the behaviours conventional students identified as components of 
effective teaching side by side with those identified by students of distance 
courses. They discovered that the nine characteristics for effective teaching by DL 
students correlated with the same nine characteristics identified by on – campus 
students. The two groups differed only in the level of emphasis indicated for each 
characteristic. The researchers suggested more studies in other universities to 
determine if the perceptions held by Memorial University Newfoundland are 
similar or unique to those held by other students. 
Whereas the study considered the perception of students on effective 
teaching in higher education, the present study investigated the perception of NCE 
by DLS graduates and the employers of the graduates on the impact of the NCE 
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on the graduates. The study considered the content knowledge, acquisition of 
method skills, and assessment skills of the graduates. 
Jordan (2014) explored enrolment and completion of students of nine 
massive open online courses (MOOCs) in Philadelphia. The sample was the 
43,000 students who registered for each of the nine MOOCs. The first year 
registration and final year graduation records formed the data needed for the 
study. Using percentages she discovered that only about 6.5% of the students 
completed each of the courses.  This was because the students who enrolled for 
the MOOCs had different motivations and in most cases their motivations did not 
guarantee their graduation as many of the students might participate in and benefit 
from courses without completing the programme. Many of the courses were found 
to have completion rates of less than 10% of those who enrolled. 
Jordan (2014) investigated enrolment and completion of students of 
MOOCs. The respondents of this present study have successfully completed their 
programme of study and have been awarded the NCE. So this study sought to find 
out the impact that the course of study had on the graduates’ professional 
competence, content mastery, pedagogical skills and assessment skills. 
2.4.4   Studies on NTI 
In a research on the Level of Acquisition of Selected Science Process 
Skills among NTI NCE/DLS Integrated Science Students, Ekpunobi (2007) 
assessed the level of acquisition of five science process skills by NCE/DLS 
Integrated Science students. The study covered the six states and FCT in the North 
Central Zone of Nigeria. Her sample of 360 students was randomly selected from 
all the NTI study centres offering integrated science. She used questionnaires to 
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gather her data. Practically-oriented tests and t-test analysis were used for the 
analysis of the data obtained.  
She found among others, that gender affected performance in skills of 
observing, measuring, and predicting. According to her the male students 
demonstrated higher level of acquisition of the science skills more than the female 
students. Also found out was the effect of location of study centres on the level of 
acquisition of five science process skills by NCE/DLS Integrated Science. Her 
study showed that students who studied in urban located centres demonstrated 
higher level of acquisition of the science skills more than students whose study 
centers were located in the rural areas. 
 Whereas Ekpunobi assessed the acquisition of five science process skills 
by NCE/DLS Integrated Science students in the six states and FCT in the North 
Central Zone of Nigeria, this study assessed the impact of the NTI/NCE by DLS 
on the professional competence of the graduates in Benue State as per subject 
content mastery, acquisition of methodological skills and assessment skills. Mean, 
standard deviation and independent t-test were used in analysing the data. 
          Ukpo (2006) carried out a research on support for distance learners in a 
Nigerian Distance Education Programme, a case study of National Teachers’ 
Institute (NTI) Kaduna Distance Students. She tried to evaluate the support 
services provided to students in the NTI’s DLS. The perceptions of students, 
course tutors and field centre supervisors were sampled to evaluate the support 
services provided to students and how these met the needs of the students.  Ukpo 
used the responses to trace the pass and failure rates of the students from 
inception, 1993 to 1999.  
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            She made use of quantitative and qualitative approaches for the study. The 
work had eight research questions. She used percentages to analyse her data. 
According to her results, the pass rate dropped from 86% in 1993 to 41% in 1999. 
Her study further revealed that the pass rate improved above average in years 
2000 (52.16%) and 2001 (56.78%). However, the pass rate remained below 50% 
in 2002 (45.19%) and 2003 (48.47%). Ukpo (2006) attributed this trend to various 
reasons ranging from delay in the production and distribution of course books to 
inability of students to move out from the habit of ‘being directed’ in their 
learning. 
 There has been an improvement over the years on the production and 
distribution of course materials to the students different from what existed at the 
time of Ukpo’s (2006) study. Did that make an impact on the graduates’ 
professional competence, content mastery, acquisition of methodological and 
assessment skills? The researcher believes that these questions will be answered 
by this study.  
           In 2008, FOSS Department of NTI carried out a research on the counselling 
needs of the NTI/NCE DLS students; factors constituting learning difficulties to 
the students; and administrative and management problems that affect students 
learning. The report showed that unavailability of adequate course books, lack of 
time for students to study; and students’ inability to combine studies with office 
work and family demands were affecting their performance. According to the 
study, if these were not addressed it can adversely affect the professional 
competence of the graduates. 
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FOSS (2008) identified factors that if not addressed could affect the 
professional competence of the graduates. Whether those factors were addressed 
or not were not known to this researcher. The concern here was the impact the 
NCE by DLS made on the graduates’ professional competence, content mastery, 
acquisition of methodological and assessment skills.   
In a study on Quality Control and Evaluation in Open and Distance 
Education: The Employers Assessment of Performance of NTI NCE (DLS) 
Graduates at Work, Durodola (2004) sampled 950 respondents as follows – 914 
primary head teachers and 36 primary education board staff. The instrument he 
used to gather data was 52 item-questionnaire administered on the respondents. 
Frequencies, percentages, mean and standard deviations were used to analyze the 
data.   
 Durodola (2004) reported that the graduates showed resourcefulness in all 
aspects of their schools’ activities.  It was also found out that the graduates did not 
demonstrate deep knowledge of subject matter in spite of the availability of ample 
course materials in their subject areas and the Primary Studies Education (PES) 
modules intended to fill in the gaps that may exist in subject matter knowledge at 
the primary school level. He also reported that the graduates, though aware of the 
different teaching methods, did not employ them appropriately in their teaching. 
Durodola recommended that the NTI should organise national seminars and 
workshops on effective implementation of the PES strategy and methodology 
modules of the programme. 
The findings of Durodola (2004) were that the graduates did not 
demonstrate deep knowledge of subject matter and did not employ different 
teaching methods appropriately. How will the graduates and their employers rate 
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their professional competence in terms of content mastery, pedagogical skills and 
assessment skills?    
In all the studies reviewed none addressed the professional competence of 
the NCE graduates. The present study addressed the observed gap. What effect did 
these identified factors – late arrival of course materials to the students, inability 
of student to manage their time, lack of motivation to study – have on the 
professional competence of the graduates?    
2.4.5 Studies on Effect of Location on Professional Competence 
Bature, Bature and Oloyede (2008) studied the effect of school type and 
location on junior secondary school students’ performance in mathematics. A 
sample of 220 junior secondary three students selected through stratified sampling 
from eleven secondary schools in Bauchi South Senatorial District was used for 
the study. The hypotheses were tested using t-test. Their study showed that there 
is a significant difference in the performance of students from rural and urban 
schools in mathematics which implies that the location of a school – rural/urbans 
– has significant effect on the students’ performance in mathematics. Students 
from urban schools performed significantly higher than those from rural schools 
in mathematics  
 Their suggestion was that schools’ administrators should work towards 
improving the standard of mathematics in both rural and urban schools. Did 
location of study centres have any significant effect in content mastery, 
acquisition of methodological skills and acquisition of assessment skills by NCE 
DLS graduates? 
Owoeye and Yara (2011) conducted a research on school location and 
academic achievement of secondary schools in Ekiti. Results of WAEC Senior 
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Secondary School Certificate Examination (SSCE) between 1990 and 1997 from 
50 secondary schools located in both rural and urban areas were used for the 
study. Purposive sampling technique was employed in selecting the schools. 
Student Location Questionnaire (SLQ) was used in collecting the data for the 
study. In analysing the data, mean and t-test were used. The result indicated that 
there was significant difference in academic achievement between students from 
urban and rural areas. The researchers therefore concluded that students in urban 
areas had better academic achievement than those from the rural areas.  Would the 
graduates from the study centres located in the urban settings do better than their 
counterparts from study centres in the rural areas in content mastery, acquisition 
of methodological skills and acquisition of assessment skills? 
 Ekpunobi (2007), in her study on the Level of Acquisition of Selected 
Science Process Skills among NTI NCE (DLS) Integrated Science Students in 
North Central Nigeria sampled 306 students in randomly selected NTI study 
centres. Using practically-oriented tests and t-test analysis, she discovered among 
other things that the locations of NTI study centres affected the acquisition of 
integrated science skills by NTI students. According to the study the students 
whose study centres were located in the urban areas demonstrated the acquisition 
of the science skills better than those from rural study centres. Would location of 
study centres significantly affect the DLS graduates in content mastery, 
acquisition of methods/strategies and acquisition of assessment skills?  
Ezeudu and Obi (2013) carried out a study on the effects of gender and 
location on students’ achievement in chemistry in secondary schools in Nsukka 
Local Government Area of Enugu State, Nigeria. The sample was a total of 827 
students comprising of 473 males and 354 females randomly sampled from eight 
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schools made of four schools from rural and four schools from urban. The data 
used were results from past records of schools collected from the principals. Mean 
and standard deviations were used to answer the research questions and t-test 
statistics was used to analyze the hypotheses. The result showed that there was no 
significant difference in the academic achievement of students in chemistry in 
both rural and urban schools. Would there be any significant difference between 
the graduates from the rural study centres and urban study centres in content 
mastery, acquisition of methods/strategies and acquisition of assessment skills? 
Adeyemi and Adeyemi (2013) conducted a research in Oshun State 
comparing junior secondary school students’ performance in English and social 
studies on the basis of gender, school location and school type. The researchers 
adopted survey research design. A sample of 800 junior secondary students 
obtained through multistage technique from five local government areas in the 
state was used. Data was collected through the use of English Achievement Test 
(EAT) and Social Studies Achievement Test (SSAT). Descriptive and t-test 
statistics were used in analysing the data.  
Their results showed that students performed significantly higher in Social 
Studies than in English. Equally revealed was that there was no significant 
influence of gender, type of school, and school location on students’ performance 
in English and social studies. Based on the results the researchers drew the 
conclusion that gender, type of school, and school location had no significant 
influence on JSS3 students’ performance in English and social studies in Oshun 
State. 
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The present study was out to find, among other things, whether the 
location of the study centre where NTI graduates studied for the NCE by DLS 
affected the impact of the programme on the their professional competence in 
classrooms in Benue State. 
2.4.6 Studies on Effect of Gender on Professional Competence 
Mustafa (2013) carried out a study to determine the levels of professional 
competency among high school teachers as well as to identify the differences 
based on gender and work experience. According to him, teacher’s professional 
competency is of utmost importance to the quality of teaching, learning and 
achievement of students. A sample of 327 teachers made up of 132 males and 195 
females was randomly selected from various departments in 12 schools in 
Pekanbaru Indonesia. The instrument for the study was test made of 33 questions 
and it was administered on the teachers to test their professional competency. Data 
analyses were done through the use of score mean, percentage, ANOVA and 
MANOVA. The result shows that there is significant difference between the 
female and male teachers in terms of professional competency in the area of 
content mastery. The exhibition of content mastery among female teachers is 
higher than among male teachers. She also reported that many teachers acquired 
skills in managing classroom effectively. She recommended that for effectiveness 
the background of teachers should be taken into cognisance in planning any 
programme to upgrade their professional competence.  
Whereas Mustafa (2013) carried out a study to determine the levels of 
professional competency among high school teachers and the effect of gender, the 
present study sought to find out if the teachers who studied through DLS were 
competent based on their own self-assessment and observation by experts. If they 
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were competent, was gender or location of their study centre a determinant of their 
competence using competency indices of subject content mastery, acquisition of 
methodological skills and assessment of learning?  
Achor, Kurumeh and Orokpo (2012) in their research investigated the 
gender dimension in predictors of students’ performance in MOCK-SSCE 
practical and theory chemistry examinations in some secondary schools in 
Nigeria. They used both students’ alternative to practical knowledge of chemistry 
results and their tests of theoretical knowledge in predicting their performance in 
Mock-SSCE. A sample of 128 students made up of 64 males and 64 females 
randomly selected from eight science secondary schools made up the study. 
Students’ alternative to test of practical knowledge of chemistry (SATPKC) and 
students’ tests of theoretical knowledge of chemistry (STTKC) developed by the 
researchers were used after a pilot study using test – retest method. The research 
questions were analyzed using mean scores while multiple regression analysis was 
used for the hypotheses.  
They found out that male and female students’ performance in a test of 
theoretical knowledge in chemistry does not predict their performance in Mock-
SSCE chemistry theory examination. They also discovered that there was no 
significant relationship between SATPKC, Mock-SSCE practical and Mock-SSCE 
theory for male and female students. Based on their findings they recommended 
that principals should get male and female students actively involved in practical 
work weekly in order to ensure that the gap in theory and practical performance of 
students in secondary schools is bridged.  
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Was gender a factor in the acquisition of content mastery, teaching 
methods/strategies and assessment skills by the NCE by DLS graduates? 
Udousoro (2011) carried out a research on the effects of gender and 
mathematics ability on academic performance of students in Chemistry. He used 
100 SS 1 chemistry students from two secondary schools in Uyo as sample. 
Chemistry Achievement Test (CAT) and Mathematics Ability Test were the 
instruments he used. In the analyses of the data obtained, independent t-test 
statistics tool was used. From the results it was observed that gender does not have 
any significant effect on the academic performance of chemistry students. He 
recommended that male and female chemistry students should be encouraged to 
excel in their studies. Did gender have any significant difference in the acquisition 
of content mastery, teaching methods/strategies and assessment skills by the NCE 
by DLS graduates? 
 A group of researchers, Okonna, Ushie, and Okworo (2014) studied the 
effect of gender on academic performance of maritime trainees in Nigeria taught 
with Web-based resources. Pre-test post-test non-equivalent control group design 
was employed using a total of forty maritime trainees, twenty participants each in 
the experimental and control groups, from the maritime industry in Nigeria. 
Maritime Security Academic Performance Test (MSAPT) was used and its 
reliability was determined through the use of Kuder-Richardson’s formula-21.  
The researchers made use of ANCOVA in ascertaining the significance level.   
 Findings showed that there was no significant difference between the 
academic performance of male and female maritime security trainees in Nigeria 
after being taught with Web- based resources. As Okonna, Ushie, and Okworo’s 
study was on trainees taught with the Web- based resources different from the 
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conventional strategy, the present study investigated the impact of the NCE 
programme on graduates taught through the distance learning mode instead of the 
conventional mode on their professional competence.  
Khwaileh and Zaza (2011) studied the grade point averages (GPAs) of the 
undergraduates of University of Jordan from 2002 to 2007 to determine gender 
differences in academic performance. Academic records of a total of 26,122 
students comprising of 17,522 females and 8,600 males were obtained. The 
researchers employed statistical computer package (SPSS) descriptive statistics 
and one-way ANOVA in data analysis. T-tests were used in testing the 
significance of difference between female undergraduates’ and male 
undergraduates GPAs. The finding showed that there were significant differences 
between the average GPAs for male and female in each year. The females had 
significantly higher GPAs than the males. Would there be significant difference 
between the male and female NCE by DLS graduates in content mastery, 
acquisition of methodological skills and acquisition of assessment skills?  
          Afuwape and Oludipe (2008) carried out a research in a college of 
education in the south west region of Nigeria on the integrated science 
achievement of graduating pre-service teachers over a period of three years. A 
sample of 253 students made up of 136 males and 127 female pre-service teachers 
between 2003 and 2005 was used. Independent samples t-test were computed 
yearly for the entire data set using SPSS11.0. Their finding revealed that there was 
no significant difference in academic achievement in integrated science between 
the male and female students. They recommended that a similar study be 
conducted in another geo-political area.  
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The study carried out by Afuwape and Oludipe and this study are on NCE 
graduates. However, they conducted their own on conventional graduates in south 
west geo-political zone of Nigeria while this one was on DLS graduates in Benue 
State, north central geo-political zone. This study also investigated whether gender 
was a determining factor in the graduates’ professional competence in classrooms 
in Benue State. 
Another finding of Adeyemi and Adeyemi (2013) whose work was 
reported under location was that there was no significant influence of gender on 
students’ performance in English and social studies. The present study determined 
the influence of gender on the professional competence of NCE by DLS graduates 
2.4.7 Studies on Content Knowledge/Mastery 
 Cameron (2015) also carried out a research survey on the competence of 
teachers who individually received ESSPIN – teacher training and those who did 
not receive ESSPIN – teacher training. The research was conducted in the six 
ESSPIN states of Enugu, Lagos, Kwara, Kaduna, Jigawa and Kano. Stratified 
sampling method was employed to select a sample of 728 teachers that included 
male, female, rural and urban teachers half of whom participated in ESSPIN 
training while the other half did not. Instruments of the survey included tests, 
classroom observation and interviews.  
            The findings of the survey revealed that over 80% teachers could write 
number lines and add three digit numbers. The study also found out that results 
were better for ESSPIN – trained teachers than teachers who were not trained by 
ESSPIN. The study equally found that while teachers were comfortable with items 
drawn from lower primary English and mathematics curriculum, their 
performance declined with items drawn from upper primary curriculum. For 
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example, while 80% of teachers answered primary one English items correctly, 
only 20% could answer primary five English questions correctly. In mathematics, 
72% of the teachers scored primary one questions correctly, but only 33% of the 
teachers answered primary five items correctly.  
           Cameron (2015) work was a composite study on the performance of 728 
teachers across six states of the federation. Half of the teachers were ESSPIN – 
trained and the other half did not partake in the training. He used tests, classroom 
observation and interviews to gather his data. The present study was on the 
professional competence of 630 graduates – teachers of NCE by DLS in Benue 
State. Questionnaire administration on the graduates and rating scale by 
employers were used to gather data. Whereas Cameron’s performance index was 
on content mastery of all the teachers, DLS graduates and conventional graduates 
inclusive, the present study singled out the DLS students to determine their 
content mastery alongside other indices like acquisition of teaching skills and 
ability to assess pupils’ learning. This study sought to determine the level to which 
the NCE graduates trained through the DLS have been able to exhibit professional 
competence in their teaching irrespective of the class allocated to them – upper or 
lower primaries. How have the graduates and their employers rated the graduates’ 
level of competency in content mastery?  
 Lyon, Hoove, Giusti, Both and Mahdavi (2016) carried out a research in a 
US Dental school on Teaching Skill Acquisition and Development in Dental 
Education. The Dreyfus Skill Acquisition Continuum of Novice to Expert 
Performance was the instrument used to gather data. The sample was 80 out of a 
population of 492. In analysing the data, open coding was used in analyses of 
responses.  
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They reported that appropriate content and rich content knowledge by the 
teachers enhanced the learners’ academic growth. This study, however, 
investigated the extent to which the NCE by DLS graduates have acquired content 
knowledge in their various teaching subjects. With their level of content mastery 
have the graduates been able to enhance the academic growth of the students 
under them? 
Adeyanju (2006) carried out a Review of Pre- Service Teacher Education 
Curricula in Nigeria. The study was aimed at determining the suitability and 
effectiveness of teacher education curricula for both NCE and degree levels in the 
area of content knowledge, pedagogical skills, and constructive attitudes and 
values. The sample consisted of 2,748 primary teachers and 2,446 secondary 
school teachers. Questionnaires were administered on the teachers. Analysis of the 
data obtained was through the use of mean scores and percentages. 
One of the results of the study was that the curriculum implemented by 
conventional colleges of education was not in consonance with the primary school 
curriculum. Therefore, the content mastery of the teachers was limited. So he 
recommended a synergy between content knowledge, pedagogical skills and also 
personal teacher competencies needed for primary schools with the curricula for 
NCE. He also proffered that the NCE curriculum which should be practical and 
functionally-oriented should focus entirely on primary education and separate 
teacher education curriculum for the junior secondary school and a senior 
secondary school curriculum that is subject-centred and strongly academic.  
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The curriculum of NCE by DLS run by NTI focuses on primary education 
as Adeyanju suggests. This study therefore sought to find out the graduates’ level 
of competence as per content knowledge after passing through the four-year- 
programme of NCE/DLS.  
Kunter, Baumert, Voss, Klusmann, Richter and Hachfeld (2013), carried 
out a research on the professional competence of teachers and its attendant effects 
on instructional quality and student development. They tried to explore teachers’ 
pedagogical content knowledge, professional beliefs, work related motivation, and 
self-regulation as aspects of their professional competence and how these aspects 
impact teaching and student outcomes. A sample of 194 German Secondary 
School mathematics classes was used for the study. Indices used to assess 
teacher’s competence in the study include instructional quality, and students’ 
performance and motivation. Effect of teachers’ competence on students’ 
performance and students’ outcomes was estimated through a one-year repeated 
measures design. With the use of two-level structure equation models, positive 
effect of teachers’ pedagogical content knowledge, enthusiasm teaching and self-
regulatory skills on instructional quality which affect student outcomes were 
discovered. On the other hand, teachers’ general academic ability did not affect 
their instruction.  
They recommended further research on the personal indicators of teacher 
quality. While Kunter, Baumert, Voss, Klusmann, Richter and Hachfeld (2013), 
examined effect of teachers’ competence on instructional quality and student 
development, this study examined NCE by DLS graduates’ competence based on 
their content mastery 
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2.4.8 Studies on Teaching Methods / Strategies  
          Eurobarometer (2010) in a survey research on employers’ perception of 
graduate employability in all European countries the group wanted to find out 
among other things how employers perceive graduates’ abilities and whether the 
tertiary institutions were producing the right calibre of employees who have skills, 
knowledge and competencies required of them in their work. Using simple 
random procedure, a total of 7036 chief executive officers of companies with at 
least 50 employees formed the sample. Questionnaires used for the study were 
administered using a fixed–line telephone methodology. Post stratification 
weighting was used to analyze the data. Their finding showed that employers who 
recruited graduates in the past five years agreed that the graduates had the skills 
required of them at the companies.  
             Teachers are trained and retrained through the DLS in order to meet up 
with the minimum qualifications expected of teachers in the educational sector in 
Nigeria. Did the NCE teachers trained through the DLS mode acquire the required 
methodological skills and strategies as teachers? This study sought answers to this 
question from both the graduates and their employers.   
Wickramasinghe and Perera (2010) carried out a study on graduates’, 
university lecturers’ and employers’ perceptions towards employability skills. The 
study explored the employability skills that employers, graduates, and university 
lecturers perceive should be part of the training graduates acquire in school in the 
field of computer science in Sri Lanka.  A sample of 150 graduates, 56 lecturers 
and 49 employers were used for the study. Survey questionnaires were 
administered on them. The instrument was analyzed using descriptive statistics, 
paired sample t-test, Analysis of Variance (ANOVA) and correlation analysis. 
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     They discovered that the graduates did not acquire the needed skills so 
were unemployable. They recommended that universities in Sri Lanka needed to 
upgrade their programmes in computer science to make their graduates 
employable. This study investigated the level to which the NCE DLS graduates 
acquired the needed teaching methods/strategies. Would their employers rate them 
as employable? 
Saba, Ma’aji and Tsado (nd), investigated the pedagogical skills adopted 
by lecturers in the teaching of electrical and electronics engineering in the 
universities in Northern Nigeria. The instrument used to collect data was a 
questionnaire.  Through random sampling, questionnaire was administered on a 
total of 106 lecturers and 371 500-level students of the sample universities. Mean, 
standard deviation and Z test were used in the analysis.  
The study reported that lecture method which had been in existence over 
the years was the only mode of instruction in the electrical and electronics 
engineering class and that students were very passive in the class. So the students 
did not acquire any skill at graduation. They also discovered that there was no 
cordial relationship between the lecturers and the students.  
In their recommendations, the researchers maintained that the lecture 
method was no longer relevant in teaching electrical and electronics engineering 
and hence, it failed to make any positive impact on the students. Therefore, they 
recommended that practical work should form a greater part of the lecturers’ 
instructions. They further recommended that lecturers should have cordial 
relationships with their students. The present study tried to determine the impact 
the NCE by DLS have made on the graduates in their acquisition of appropriate 
teaching skills.   
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The study of Lyon, Hoove, Giusti, Both and Mahdavi (2016) earlier cited 
under content mastery, also discovered that appropriate teaching skills and clarity 
enhanced the learners’ academic growth. In addition, their report showed that 
varied learning methodologies for teaching and assessment were necessary 
features of academic growth of the learners.  
With their discovery that appropriate teaching skills and varied learning 
methodologies for teaching were necessary for the academic growth of the 
students, this study sought to find out from the NCE by DLS graduates and their 
employers whether the graduates acquired the needed methodological skills that 
are needed for their students’ academic growth. 
2.4.9 Studies on Assessment Skills Acquisition  
         Assessment and evaluation give teachers useful information on the 
methodological skills to use in imparting knowledge and areas that need 
improvement. It helps to ascertain the extent to which the students’ academic and 
skill acquisition needs have been met. 
     Murdock, Williams, Becker, Bruce and Young (2012) carried out a study on 
the differences in the acquisition of basic counselling skills between students 
enrolled in on-campus and online course sections of an introductory counselling 
skills course. The sample comprised of 37 students pursuing graduate education in 
counselling. The students enrolled in two introductory counselling courses at a 
university in the Rocky Mountain Region of the USA. Eighteen participants 
enrolled in the on-campus, face- to face course while 19 participants enrolled in 
the on-line course. 
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                The students who enrolled in the two introductory counselling courses 
were taught during a 15-week semester of the university. One group was taught in 
online format while the other group was taught in an on-campus, face-to-face 
format. The teaching was within the same period of time and by the same 
instructor who made use of similar materials and stimulating activities to meet 
course objective which is acquisition of basic counselling skills.  
The students participated in counselling sessions. The instrument used to 
assess them was the Counselling Interview Rating Form (CIRF) designed to 
measure students’ use of basic counselling skills in a counselling session.      
            ANOVA was used to analyse the results from the CIRF in order to 
determine the differences between the basic counselling skills demonstrated by the 
students from the on-campus and those from the online classes. The results 
showed that the method of delivery did not have any significant effect on the 
students’ acquisition and demonstration of basic counselling skills. All the 
students demonstrated the same level of basic counselling skills irrespective of the 
method of delivery. The researchers suggested further research with a broader and 
larger sample in order to increase the generality of the findings. Since DLS is the 
option NTI students decided to use in furthering their education considering their 
many challenges ranging from family life to employment, this study sought to find 
out whether the students have been able to acquire the needed skill in assessment 
of learning as their counterparts did in counselling skills.   
2.5 Summary  
This chapter reviewed literatures that are relevant to this study under the 
broad headings of theoretical framework, conceptual framework and empirical 
studies. The theoretical framework of the study is premised on the Context, Input 
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Process and Product (CIPP) Evaluation Model theory and the Constructivist 
theory of learning. The CIPP Evaluation Model theory which holds that the right 
mix of inputs and processes will yield the right results was chosen by this 
researcher because the components of the study are Context, Inputs, Process, and 
Product. The constructivist theory also referred to as theory of knowledge sees the 
teacher as a facilitator who helps the learner to play an active role in the teaching 
and learning environment and this is the practice in NCE by DLS study centres 
The facilitator assists the learners to experience knowledge and participate 
actively in the teaching and learning process. 
In the conceptual framework, issues that are felt to shed light on the study 
were briefly reviewed. Also reviewed were ideas that relate to classroom 
practices, distance learning system and the concept of teacher education in 
Nigeria. Finally, the chapter reviewed a number of empirical studies on such 
matters as impact of programmes on the graduates, professional competence, 
distance learning system, content knowledge/mastery, assessment skills 
acquisition, methodological skills/strategies, and effects of location and gender on 
graduates’ and students’ performances. 
None of the studies reviewed addressed either NCE by DLS graduate – 
teachers or their professional competence in the classrooms in relation to gender 
and location. The present study investigated whether gender and location would 
be determining factors on the impact of the NCE by DLS on the professional 
competence of the graduates in classrooms in Benue State. 
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                                                 CHAPTER THREE 
RESEARCH METHOD 
 
3.1      Introduction 
 This chapter consists of the research design, area of study, population, 
sample and sampling that were employed in conducting the study. Also presented 
in this chapter are the instrumentation and validation of instruments of the study. 
Finally in this chapter are the methods of data collection and data analysis. 
3.2. Research Design 
A descriptive survey design was used for this study. This was because 
descriptive survey answers questions of who, what, when, where, and how on a 
research question according to Brickman and Debra reported by Kalichman 
(2005). So the descriptive research design helped to answer the questions on what 
the level of professional competence of the NTI/NCE by DLS graduates is.  
3.3    Area of the Study 
      The study was conducted in the three educational zones of Benue State. These 
three educational zones are referred to as Zone A, Zone B, and Zone C. The State 
is in the North Central Zone of Nigeria. It has boundary with Enugu and Cross 
River States in the South, with Cameroon and Taraba State in the East, with 
Nasarawa State in the North and with Kogi State in the West.  Within the period 
(2010 – 2014) that this study covered, NTI had 15 NCE by DLS study centres 
spread across the three educational zones. The locations of the NCE by DLS study 
centres across the zones were as follows: Zone A - Zaki Biam, Adikpo, Jato Aka, 
Tse-Agberagba, and Ihugh.  Zone B - Makurdi, Gboko, Naka, and Ikpanyongo.  
Zone C - Ugbokpo, Otukpo, Obagaji, Otukpa, Utonkon, and Okpoga.  
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Although NTI recently rationalized some of the centres due to 
administrative reasons, all the centres listed above were in existence and 
graduated NCE/DLS students within the period the study covered.  
              There were implications of this spread of the study centres to this study. 
Firstly, each of the three educational zones was represented both in the rural and 
urban settings. Secondly, the spread of the centres made it possible for this study 
to investigate the impact the NCE/DLS had made on the professional competence 
of a large number of graduates. 
                Lastly, with the spread of the study centres, it was evident that the NTI 
/NCE by DLS graduates were employed and were teaching in some of the schools 
in all the local government education authorities in the zones. The graduates were 
also found in some private primary schools in the zones within the state.  
3.4 Population  
The target population for this study consisted of the entire 2,013 graduates 
of NTI/NCE by DLS from 2010 to 2014 in Benue State made up of 1,100 males 
and 913 females. The analyses of the graduates year by year were as follows: 
2010 – 633 graduates (male – 411, female - 222); 2011 – 457 graduates (male – 
277, female -  180); 2012 – 444 graduates (male – 185, female - 259);   2013 – 
267 graduates (male – 76, female - 191); 2014 – 212 graduates (male – 151, 
female - 61); (Data obtained from School of Teacher Professional Development, 
Research and Examinations Department, NTI headquarters, Kaduna). These 
graduates were teaching in either government-owned or private primary schools.  
3.5 Sample and Sampling  
The study was based on a sample size of 630 graduates. This sample size 
is 31% of the population and according to Ali (2006), a sample of 10% to 30% of 
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the population is reasonably adequate for a study provided the population is 
neither too small nor too large. This number was made up of 504 graduates who 
filled the questionnaire and 126 who were rated by their employers. Through 
random sampling technique, questionnaire was administered on these 504 
NCE/DLS graduates (250 males, 254 females). The employers/head teachers rated 
126 graduates comprising of 60 males and 66 females. Randomization was used 
because it is the most systematic and scientific method of composing research 
subjects and one of the ways to attempt to control extraneous variables according 
to Amin (2005). 
The graduate respondents from the rural study centres were 247 made up 
of 133 males and 114 females. From the urban study centres, 257 graduates made 
up 117 males and 140 females were respondents. The randomisation was in multi 
stage form. The first stage was the identification of the 15 study centres where 
students graduated from 2010 to 2014. The centres where there were graduates 
within the period of study were Makurdi, Zaki Biam, Adikpo, Gboko, Naka, 
Ikpanyongo, Otukpa, Utonkon, Okpoga. Jato Aka, Tse-Agberagba, Ihugh, 
Ugbokpo, Otukpo, and Obagaji. In stage two, the study centres were stratified into 
urban and rural. The stratifications were: Urban - Makurdi, Zaki Biam, Adikpo, 
Gboko, and Otukpo; Rural - Naka, Ikpayongo, Otukpa, Utonkon, Okpoga. Jato 
Aka, Tse-Agberagba, Ihugh, Ugbokpo and Obagaji. Stage three was the selection 
of graduates and employers (respondents) for the two instruments, NCE by DLS 
Graduate Performance Questionnaire (NGPQ) and NCE by DLS Employer Rating 
Scale (NERS), used for this study based on location of study centres and the 
gender of the graduates.  
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Rather than relying completely on the self – reports of behaviours by the 
graduates, there was rating of the graduates' performances in classroom by their 
employers/head teachers. A total of 126 graduates made up of 32 males, 30 
females from the rural study centres and 28 males, 36 females from the urban 
study centres were rated by their employers.   
3.6. Instrumentation 
Two instruments were developed by the researcher for this study. They are  
(i) NCE by DLS Graduate Performance Questionnaire (NGPQ) for the DLS 
graduates; and 
(ii) NCE by DLS Employer Rating Scale (NERS) for the graduates’ 
employers/head teachers.  
Both instruments were validated by three experts in educational research and 
statistics in Benue State University, Makurdi.  
NCE by DLS Graduate Performance Questionnaire (NGPQ)  
The use of questionnaire is adopted by the researcher because Champagne 
(2006); Newcomer and Allen (2008) identified questionnaire as the most popular 
instrument of data collection for survey.  
           The questionnaire which started with a preamble had two sections - Section 
A: Biodata and Section B: Impact of the Programme. Under Section A, 
respondents were expected to provide some information on their gender, age and 
NCE by DLS study centre location.  
In Section B of the questionnaire, there were twenty items divided into the 
three areas of content mastery, teaching methods/strategies, assessment skills 
which were being investigated. Six items were to evaluate content mastery; seven 
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items for acquisition of teaching methods/strategies; and seven items for 
assessment skills. 
The graduates were expected to respond to the statements based on a five 
point Likert Scale ranging from Strongly Agree (5), Agree (4), Undecided (3), 
Disagree (2) and Strongly Disagree (1). The negatively cued items were scored in 
reverse order. All the respondents were expected to fill in the questionnaire. There 
were no right or wrong answers.  
 
NCE by DLS Employer Rating Scale (NERS) 
        Self-reports by the graduates on their professional competence was felt to 
be inadequate by this researcher.  So to avoid the problem that one tool could 
cause in terms of reaching an in-depth understanding of the phenomenon thereby 
causing skewed findings, the researcher combined the questionnaire which was on 
the self-assessment by the graduates, with the rating of the graduates by their 
employers/head teachers as advised by Newcomer and Allen (2008). The NCE by 
DLS Employer Rating Scale (NERS) was used for that purpose.  
The NERS which was an adaptation from NGPQ also has two segments – 
Section A and Section B. The employer filled the biodata of the graduate under 
section A of the schedule. Section B had twenty-one statements which were based 
on content mastery, teaching methods/strategies, and assessment skills being 
investigated. Seven statements were meant to evaluate content mastery; seven 
statements for acquisition of teaching methods/strategies; and seven statements for 
assessment skills. 
Each graduate-teacher was assessed by the employer/head teacher. The 
assessor rated the graduate’s professional competency level in the classroom 
based on a five point rating scale ranging from Very Large Extent (5), Large 
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Extent (4), Not Sure (3), Not Large Extent (2) and Not Very Large Extent (1). The 
ratings were made based on the graduates’ routine impartation of knowledge in a 
teaching and learning environment. The ratings which were used as indicators of 
what the graduates could actually do in the classroom setting were used to 
triangulate the findings of the questionnaire which was the main instrument. As in 
the NGPQ, the negatively cued items were rated in reverse order  
3.6.1 Validation of Instrument 
Two types of validation – face and content validation – were carried out 
after the design, construction and adoption of the instruments.  The drafts were 
presented to three experts in educational research and statistics. In addition to the 
NGPQ and NERS items, copies of the title of the study, purpose of the study, 
research questions and hypotheses were given to each of them. They were asked 
to: 
1. check whether the questions on the instruments were understandable and could 
measure the impact of NCE by DLS on the professional competence of the 
graduates;  
2. see whether the items were framed in clear and appropriate language; 
3. correct any ambiguity in the items; 
4. determine the appropriateness and effectiveness of the items in the instruments as 
per their addressing the objectives of the study. 
The experts made some observations and suggestions ranging from 
ambiguity in expression in the instruments; non-conformity of some of the items 
with the subject matter; minimal number of items on the questionnaires; ‘yes’ and 
‘no’ research questions to structured errors. Based on their observations, 
corrections were made on the instruments. The items in the graduate’s 
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questionnaire were reconstructed and increased in number to 20 while the items 
on the rating instrument increased to 21. Research questions which would elicit 
‘yes’ and ‘no’ responses were restructured. The research questions were also 
increased from nine to sixteen and the number of hypotheses also increased to 
sixteen. Final copies of the instruments were then produced.  
3.6.2. Reliability  
Before the pilot study commenced, the researcher selected four course 
facilitators from the group of facilitators whose commitment to assignments could 
be vouched for and who would assist in the exercise. They were invited to the NTI 
State Office Makurdi for training. The researcher assured them that the 
assignment was outside their schedules as course facilitators and so they would be 
paid for the assistance expected of them.  
          The NGPQ and the NERS were first piloted on a sample of participants 
from the rural and the urban study centres. The essence of the pilot study was to 
determine the reliability of the instruments and the feasibility of the research 
design for the actual study. 
  The NGPQ was administered on 50 respondents through random 
sampling. 25 respondents who studied in Gboko study centre regarded as urban 
and 25 respondents who studied in Obagaji study centre regarded as rural were 
used for the pilot study. After proper briefing, two research assistants were used in 
administering the questionnaire on the graduates of the two NTI study centres 
because they know most of the graduates and where they teach. The conditions for 
the selection of these research assistants were that they must have been NCE by 
DLS course facilitators and they must have been at the study centre within the 
period (2010 - 2014) the study covers.  
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 The NERS were given to 10 employers /head teachers of the graduates 
made up of five from the rural study centres and five from the urban study centres. 
The researcher and one research assistant distributed the NERS in the two 
locations – rural and urban.  
The data from the pilot study were collated for each instrument at the end 
of the exercise. The data were used in computing the reliability coefficient of the 
instruments in order to determine how consistent and stable each of the 
instruments was. Cronbach’s Alpha was used to carry out the reliability analyses. 
The results showed reliability co-efficient of 0.877 for NGPQ and 0.982 for the 
NERS. According to Mc Millan and Schumacher (1997:240) an acceptable range 
of reliability Co-efficient of instruments must be from 0.70 to 0.90. These, 
therefore, indicated that all the items on the two instruments were reliable, 
acceptable, consistent and appropriate for the study.   
3.7. Method of Data Collection  
Data were collected through the use of the following two instruments developed 
by the researcher: 
              i      NCE by DLS Graduate Performance Questionnaires (NGPQ); 
    ii      NCE by DLS Employer Rating Scale (NERS). 
NCE by DLS Graduate Performance Questionnaire (NGPQ) 
The researcher trained ten course facilitators who were selected for the 
administration of the questionnaire on the graduates. The training which was done 
a week preceding the week of questionnaire administration was done in the NTI 
Benue State office, Makurdi. This was to ensure mastery of the strategy by the 
course facilitators who were used for the exercise as research assistants.   The 
training was based on the questionnaire ranging from filling Section A and 
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answering the questions in Section B. They were told to brief the graduates on the 
essence of the questionnaire. They were to adequately inform them that their 
responses were only for research purposes and hence no provision was made for 
their names. Putting up any form of impressive assessment should be discouraged. 
All these were to prevent having many copies of questionnaire rejected if not 
properly filled.  With the help of the research assistants, words were sent round 
through other course facilitators and students that graduates from 2010 – 2014 
were expected to gather at stipulated primary schools after their work the 
following week on fixed days.  
The NCE by DLS Graduate Performance Questionnaire (NGPQ) was 
taken to identified-schools in Benue State. The researcher with the help of the 
selected and trained 10 research assistants administered the instruments on the 
respondents who were properly briefed before they started filling the 
questionnaire. The questionnaire was therefore administered and collected 
immediately they finished. A total of 550 copies of questionnaire were printed and 
distributed.  
NCE by DLS Employer Rating Scale (NERS) 
In addition to the use of questionnaire, there was rating of graduates by 
their employers/head teachers as per the graduates’ demonstration of content 
knowledge, acquisition of both teaching method skills and assessment skills in 
their classrooms. Ten research assistants who had been trained using the NCE by 
DLS Employer Rating Scale (NERS) were used for the distribution.  A total of 
137 copies of NERS were printed and distributed. The recordings were used to 
compare the self-report of the graduates’ performance as indicators of the 
graduates’ level of competency thereby reducing the graduates’ biases.   
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3.8 Method of Data Analysis  
Data from the questionnaire and the rating schedules were compiled, 
sorted and classified into groups of urban and rural study centres; male and female 
graduates. The sixteen research questions were answered by computing the impact 
mean scores and standard deviations while the sixteen hypotheses were tested at 
0.05 level of significance using independent t – test analysis.   
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CHAPTER FOUR 
 ANALYSIS, INTERPRETATION AND DISCUSSION  
   
4.1 Introduction 
               In this chapter, the collected data are presented, analyzed and interpreted. 
The discussions of the findings are also presented.  
4.2  Analysis and Interpretation 
  
The analyses of the data obtained from both the instruments administered 
on the graduates and the ratings by the graduates’ employers on the impact of the 
NCE by DLS on the professional competence of the graduates and the 
interpretations were presented. They were presented in the order of answers to the 
research questions and the tests for the sixteen hypotheses which were formulated 
to guide the study. 
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Research Question 1 
What is the impact of NCE by DLS on the professional competence of the 
graduates? 
Table 1: Mean and standard deviation scores on the professional competence 
of graduates 
S/n  Item  N Mean  SD Remarks  
1.  Programme on understanding subject(s) 
very well 
630 3.12 1.31 Agree  
2.  Programme on providing adequate 
knowledge in subject area 
630 3.23 1.30 Agree  
3.  programme on improvement of 
competency level in subject area 
630 3.08 1.12 Agree  
4.  Programme on competency level 
recorded  
630 3.40 1.27 Agree  
5.  Programme on understanding of the 
primary school curriculum 
630 3.29 1.31 Agree  
6.  Programme on added value to 
understanding of the primary school 
curriculum 
630 3.40 1.37 Agree  
7.  Programme on the equipment  of skills 
to organise pupils for optimal learning   
630 3.32 1.36 Agree  
8.  Programme on motivation of pupils to 
learn   
630 3.25 1.27 Agree  
9.  Programme on skills to make effective 
use  of  teaching aids 
630 3.22 1.31 Agree  
10.  Programme on principles of child 
centred-learning 
630 3.32 1.33 Agree  
11.  Programme on chalkboard effectiveness 630 3.26 1.47 Agree  
12.  Programme on lesson plans 630 3.70 1.44 Agree  
13.  Programme on use of textbooks and 
other learning resources 
630 3.05 1.40 Agree  
14.  Programme on continuous assessment 
(CA)   
630 2.97 1.34 Disagree 
15.  Programme on usage of  CA scores   630 3.26 1.48 Agree  
16.  Programme on assessment of children’s 
learning  during  and after lessons 
630 3.30 1.50 Agree  
17.  Programme on ability to set 
items/questions for examination 
630 3.21 1.48 Agree  
18.  Programme on ability to mark pupils’ 
work 
630 3.72 1.52 Agree  
19.  Programme on ability to report results  630 3.49 1.45 Agree  
20.  Programme on understanding of the 
various uses of assessment 
630 3.22 1.38 Agree  
 Overall Mean  3.29   
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Result from Table 1 reveals that all the item mean scores were above the 
benchmark mean of 3.00 except item 14. On the whole, the overall mean of 3.29 
is indicative of a positive response by respondents on the item which suggests a 
positive impact of NCE by DLS on the professional competence of the graduates. 
To ascertain if the impact is significant, the null hypothesis was tested. 
Research Question 2 
What is the impact of NCE by DLS on the content mastery of the graduates? 
Table 2: Mean and standard deviation scores on the content mastery of the 
graduates 
S/n  Item  N Mean  SD Remarks  
1.  Programme on understanding 
subject(s) very well 
630 3.12 1.31 Agree  
2.  Programme on providing adequate 
knowledge in subject area 
630 3.23 1.30 Agree  
3.  programme on improvement of 
competency level in subject area 
630 3.08 1.12 Agree  
4.  Programme on competency level 
recorded  
630 3.40 1.27 Agree  
5.  Programme on understanding of the 
primary school curriculum 
630 3.29 1.31 Agree  
6.  Programme on added value to 
understanding of the primary school 
curriculum 
630 3.40 1.37 Agree  
 Overall Mean  3.25   
Table 2 presents mean and standard deviation scores on the content 
mastery of the graduates. Result from the table reveals that all the 6 item mean 
scores were above the benchmark mean of 3.00. The overall mean was found to be 
3.25 which indicates a positive impact of NCE by DLS on the content mastery of 
graduates of the programme.  
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Research Question 3 
What is the impact of NCE by DLS on the pedagogical skills of the graduates? 
Table 3: Mean and standard deviation scores on the pedagogical skills of 
graduates 
S/n  Item  N Mean  SD Remarks  
7. Programme on the equipment  of skills 
to organise pupils for optimal learning   
630 3.32 1.36 Agree  
8. Programme on motivation of pupils to 
learn   
630 3.25 1.27 Agree  
9. Programme on skills to make effective 
use  of  teaching aids 
630 3.22 1.31 Agree  
10. Programme on principles of child 
centred-learning 
630 3.32 1.33 Agree  
11. Programme on chalkboard effectiveness 630 3.26 1.47 Agree  
12. Programme on lesson plans 630 3.70 1.44 Agree  
13. Programme on use of textbooks and 
other learning resources 
630 3.05 1.40 Agree  
 Overall Mean  3.30   
Table 3 presents mean and standard deviation scores on the pedagogical 
skills of the graduates. Result from the table reveals that all the 7 item mean 
scores were above the benchmark mean of 3.00. The overall mean was found to be 
3.30 which indicates a positive impact of NCE by DLS on the pedagogical skills 
of graduates of the programme.  
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Research Question 4 
What is the impact of NCE by DLS on the assessment skills of the graduates? 
Table 4: Mean and standard deviation scores on the assessment skills of 
graduates 
S/N  Item  N Mean  SD Remarks  
14, Programme on continuous assessment 
(CA)   
630 2.97 1.34 Disagree 
15. Programme on usage of  CA scores   630 3.26 1.48 Agree  
16. Programme on assessment of children’s 
learning  during  and after lessons 
630 3.30 1.50 Agree  
17. Programme on ability to set 
items/questions for examination 
630 3.21 1.48 Agree  
18 Programme on ability to mark pupils’ 
work 
630 3.72 1.52 Agree  
19 Programme on ability to report results  630 3.49 1.45 Agree  
20. Programme on understanding of the 
various uses of assessment 
630 3.22 1.38 Agree  
 Overall Mean  3.31   
Table 4 presents mean and standard deviation scores on the assessment 
skills of the graduates. Result from the table reveals that all the 7 item mean 
scores were above the benchmark mean of 3.00. The overall mean was found to be 
3.31 which indicates a positive impact of NCE by DLS on the assessment skills of 
graduates of the programme.  
Research Question 5 
What is the difference in the mean professional competence ratings of the 
graduates of NCE by DLS by the graduates and their employers?  
Table 5: Mean professional competence ratings of the graduates of NCE by 
DLS  
Factor  Sample Type N Mean Std. Deviation 
Competence 
Ratings 
Graduate of NCE by DLS 504 3.25 0.50 
Employers of Graduates of NCE 
by DLS 
 
126 
 
3.35 
 
0.57 
Mean Difference   -0.10  
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Table 5 presents the mean professional competence ratings of the 
graduates of NCE by DLS by the graduates and their employers. The table reveals 
the mean professional competence ratings of the graduates of NCE by DLS by the 
graduates of the programme as 3.25 while the employers of the graduates rated 
them with a mean competence ratings of 3.35. The difference in the two ratings 
was -0.10.  
Research Question 6 
What is the difference in the mean content mastery ratings of graduates of NCE by 
DLS by the graduates and their employers? 
Table 6: Mean content mastery ratings of the graduates of NCE by DLS  
Factor  Sample Type N Mean Std. Deviation 
Rating on 
Content 
Knowledge 
Graduate of NCE by DLS 504 3.24 0.74 
Employers of Graduates of NCE 
by DLS 
 
126 
 
3.31 
 
0.65 
Mean Difference   -0.07  
Table 6 presents the mean content mastery ratings of the graduates of NCE 
by DLS by the graduates and their employers. The table reveals the mean content 
mastery ratings of NCE by DLS by the graduates of the programme as 3.24 while 
the employers of the graduates rated them with a mean content mastery ratings of 
3.31. The difference in the two ratings was -0.07.  
Research Question 7 
What is the difference in the mean pedagogical skills’ ratings of graduates of NCE 
by DLS by the graduates and their employers? 
Table 7: Mean pedagogical skills’ ratings of NCE by DLS  
Factor  Sample Type N Mean Std. Deviation 
Rating on 
Teaching 
Method Skills 
Graduate of NCE by DLS 504 3.29 0.70 
Employers of Graduates of NCE 
by DLS 
 
126 
 
3.37 
 
0.77 
Mean Difference   -0.08  
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Table 7 presents the mean pedagogical skills’ rating of NCE by DLS by 
the graduates and their employers. The table reveals the mean pedagogical skills’ 
ratings of NCE by DLS by the graduates of the programme as 3.29 while the 
employers of the graduates rated them with a mean pedagogical skills’ ratings of 
3.37. The difference in the two ratings was -0.08.  
Research Question 8 
What is the difference in the mean assessment skills’ ratings of graduates of NCE 
by DLS by the graduates and their employers? 
Table 8: Mean assessment skills’ ratings of NCE by DLS  
Factor  Sample Type N Mean Std. Deviation 
Rating on 
Assessment 
Skills 
Graduate of NCE by DLS 504 3.31 0.82 
Employers of Graduates of NCE 
by DLS 
 
126 
 
3.35 
 
0.75 
Mean Difference   -0.04  
Table 8 presents the mean assessment skills’ ratings of NCE by DLS by 
the graduates and their employers. The table reveals the mean assessment skills’ 
ratings of NCE by DLS by graduates of the programme as 3.31 while the 
employers of the graduates rated them with a mean assessment skills’ ratings of 
3.35. The difference in the two ratings was -0.04.  
Research Question 9 
What is the difference in the mean professional competence ratings of the 
graduates of NCE by DLS from urban and rural study centres?  
Table 9: Mean professional competence ratings of the graduates of NCE by 
DLS based on study centre’s location 
Factor  Location  N Mean Std. Deviation 
Competence 
Ratings 
Urban 321 3.36 0.52 
Rural 309 3.18 0.49 
Mean 
Difference  
 0.18  
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Table 9 presents the mean professional competence ratings of the 
graduates of NCE by DLS from urban and rural study centres. The table reveals 
the mean professional competence ratings of NCE by DLS graduates from urban 
study centres as 3.36 while those from the rural centres had a mean professional 
competence ratings of 3.35. The difference in the two ratings was 0.18.  
Research Question 10 
What is the difference in the mean content mastery ratings of graduates of NCE by 
DLS from rural and urban study centres? 
Table 10: Mean content mastery ratings of the graduates of NCE by DLS 
based on study centre location 
Factor  Location  N Mean Std. Deviation 
Rating on Content 
Knowledge 
Urban 321 3.43 0.71 
Rural 309 3.08 0.69 
Mean Difference   0.35  
Table 10 presents the mean content mastery ratings of the graduates of 
NCE by DLS based on centre’s location. The table reveals the mean content 
mastery ratings of the programme by graduates from urban centres as 3.43 while 
those from the rural centres had a mean content mastery ratings of 3.08. The 
difference in the two mean ratings was 0.35.  
Research Question 11 
What is the difference in the mean pedagogical skills’ ratings of graduates of NCE 
by DLS from rural and urban study centres? 
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Table 11: Mean pedagogical skills’ ratings of the graduates of NCE by DLS 
based on study centre location 
Factor  Location  N Mean Std. Deviation 
Rating on 
Teaching Method 
Skills 
Urban 321 3.35 0.78 
Rural 309 3.27 0.64 
Mean Difference   0.08  
Table 11 presents the mean pedagogical skills’ ratings of the graduates of 
NCE by DLS based on study centre location. The table reveals the mean 
pedagogical skill ratings of graduates of the programme from urban centres as 
3.35 while those from the rural centres had a mean pedagogical skills’ ratings of 
3.27. The difference in the two mean ratings was 0.08.  
Research Question 12 
What is the difference in the mean assessment skills’ ratings of graduates of NCE 
by DLS from rural and urban study centres? 
Table 12: Mean assessment skills’ ratings of the graduates of NCE by DLS 
based on study centre location 
Factor  Location  N Mean Std. Deviation 
Rating on 
Assessment 
Skills 
Urban 321 3.43 0.79 
Rural 309 3.20 0.80 
Mean 
Difference  
 0.23  
Table 12 presents the mean assessment skills’ ratings of the graduates of 
NCE by DLS based on study centre’s location. The table reveals the mean 
assessment skills’ ratings of the graduates of the programme from urban study 
centres as 3.43 while those from the rural centres had a mean assessment skills 
ratings of 3.20. The difference in the two mean ratings was 0.23.  
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Research Question 13 
What is the difference in the mean professional competence ratings of male and 
female graduates of NCE by DLS?  
Table 13: Mean professional competence ratings of graduates of NCE by 
DLS based on gender 
Factor  Gender  N Mean Std. Deviation 
Competence 
Ratings 
Male  310 3.27 0.48 
Female  320 3.28 0.55 
Mean 
Difference  
 -0.01  
Table 13 presents the mean professional competence ratings of graduates 
of NCE by DLS based on gender. The table reveals the mean professional 
competence ratings of the male graduates of the programme as 3.27 while that of 
the female was 3.28. The difference in the two mean ratings was -0.01.  
Research Question 14 
What is the difference in the mean content mastery ratings of graduates of NCE by 
DLS based on gender? 
Table 14: Mean content mastery ratings of the graduates of NCE by DLS 
based on gender 
Factor  Gender N Mean Std. Deviation 
Rating on Content 
Knowledge 
Male 310 3.30 0.69 
Female 320 3.21 0.74 
Mean 
Difference  
 0.09  
Table 14 presents the mean content mastery ratings of male and female 
graduates of NCE by DLS. The table reveals the mean content mastery ratings of 
male students of the programme as 3.30 while female ratings was 3.21. The 
difference in the two mean ratings was 0.09.  
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Research Question 15 
What is the difference in the mean pedagogical skills’ ratings of male and female 
graduates of NCE by DLS? 
Table 15: Mean pedagogical skills’ ratings of graduates of NCE by DLS 
based on gender 
Factor  Gender  N Mean Std. Deviation 
Rating on 
Teaching Method 
Skills 
Male  310 3.30 0.72 
Female  320 3.32 0.70 
Mean 
Difference  
 -0.02  
Table 15 presents the mean pedagogical skills’ ratings of male and female 
graduates of NCE by DLS. The table reveals the mean pedagogical skills’ ratings 
of male graduates as 3.30 while female ratings was reported as 3.32. The 
difference in the two mean ratings was -0.02.  
Research Question 16 
What is the difference in the mean assessment skills’ ratings of male and female 
graduates of NCE by DLS? 
Table 16: Mean assessment skills’ ratings of graduates of NCE by DLS based 
on gender 
Factor  Location  N Mean Std. Deviation 
Rating on 
Assessment Skills 
Male  310 3.33 0.79 
Female  320 3.39 0.81 
Mean 
Difference  
 -0.06  
Table 16 presents the mean assessment skills’ ratings of male and female 
graduates of NCE by DLS. The table reveals the mean assessment skills’ ratings 
of male graduates of the programme as 3.33 while the female recorded a mean 
rating of 3.39. The difference in the two mean ratings was -0.06.  
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Hypothesis 1 
NCE by DLS has no significant impact on the professional competence of the 
graduates.  
Table 17: One sampled t-test for professional competence of NCE by DLS 
graduates   
Factor  t  df Sig. (2-tailed) 
Competence 
Ratings 
13.18 628 0.00 
Table 17 presents one sample t-test for impact of NCE by DLS on the 
professional competence of the graduates. The table reveals that t(628) = 13.18 and 
p = 0.00. With p<0.05, the result was considered significant and the hypothesis 
that NCE by DLS has no significant impact on the professional competence of the 
graduates was rejected. The study concludes that NCE by DLS has significant 
positive impact on the professional competence of the graduates. 
Hypothesis 2 
NCE by DLS does not significantly impact on the content mastery of the 
graduates. 
Table 18: One sampled t-test for content mastery of NCE by DLS graduates   
Factor  T df Sig. (2-tailed) 
Rating on 
Content 
Knowledge 
8.98 628 0.00 
Table 18 presents one sample t-test for impact of NCE by DLS on the 
content mastery of the graduates. The table reveals that t(628) = 8.98 and p = 0.00. 
Since p<0.05, the result was considered significant and the hypothesis that NCE 
by DLS has no significant impact on the content mastery of the graduates was 
rejected. The study concludes that NCE by DLS has significant positive impact on 
the content mastery of the graduates. 
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Hypothesis 3 
NCE by DLS has no significant impact on the pedagogical skills of the graduates. 
Table 19: One sampled t-test for pedagogical skills of NCE by DLS graduates 
Factor  t df Sig. (2-tailed) 
Rating on Teaching Method 
Skills 
10.75 628 0.00 
Table 19 presents one sample t-test for impact of NCE by DLS on the 
pedagogical skills of graduates. The table reveals that t(628) = 10.75 and p = 0.00. 
Since p<0.05, the result was considered significant and the hypothesis that NCE 
by DLS has no significant impact on the pedagogical skills’ of the graduates was 
rejected. The study concludes that NCE by DLS has significant positive impact on 
the pedagogical skills of the graduates. 
Hypothesis 4 
NCE by DLS does not significantly impact on the assessment skills of the 
graduates. 
Table 20: One sampled t-test for assessment skills of NCE by DLS graduates 
Factor  t df Sig. (2-tailed) 
Rating on Assessment Skills 
9.86 628 0.00 
Table 20 presents one sample t-test for impact of NCE by DLS on the 
assessment skills of graduates. The table reveals that t(628) = 9.86 and p = 0.00. 
Since p<0.05, the result was considered significant and the hypothesis that NCE 
by DLS has no significant impact on the assessment skills of the graduates was 
rejected. The study concludes that NCE by DLS has significant positive impact on 
the assessment skills of the graduates. 
Hypothesis 5 
There is no significant difference in the mean professional competence ratings of 
NCE by DLS by the graduates and their employers. 
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Table 21: Independent sampled t-test for professional competence by 
graduates and employers    
Factor  t df Sig. (2-tailed) 
Competence Ratings -1.82 628 0.07 
Table 21 presents independent sample t-test for impact of NCE by DLS on 
the professional competence of the graduates by the graduates and their 
employers. The table reveals that t(628) = -1.82 and p = 0.07. With p>0.05, the 
result was considered not to be significant and the hypothesis that there is no 
significant difference in the mean professional competence ratings of NCE by 
DLS by the graduates and their employers was not rejected. The study concludes 
that the ratings of NCE by DLS graduates’ professional competence by the 
graduates and their employers did not significantly differ. 
Hypothesis 6 
The mean content mastery ratings of graduates of NCE by DLS by the graduates 
and their employers does not significantly differ. 
Table 22: Independent sampled t-test for content mastery by graduates and 
employers   
Factor  t df Sig. (2-tailed) 
Rating on Content Knowledge -1.03 628 0.30 
Table 22 presents independent sample t-test for impact of NCE by DLS on 
the content mastery of the graduates by graduates and employers. The table 
reveals that t(628) = -1.03 and p = 0.30. The result is indicative that p>0.05 
therefore, it is considered not to be significant and the hypothesis that the mean 
content mastery rating of graduates of NCE by DLS by the graduates and their 
employers does not significantly differ was not rejected. The study concludes that 
the ratings of NCE by DLS graduates’ content mastery by the graduates and their 
employers did not significantly differ. 
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Hypothesis 7 
There is no significant difference in the mean pedagogical skills’ ratings of 
graduates of NCE by DLS by the graduates and their employers. 
Table 23: Independent sampled t-test for pedagogical skills’ by graduates 
and employers    
Factor  t df Sig. (2-tailed) 
Rating on Teaching Method 
Skills 
-1.14 628 0.26 
Table 23 presents independent sample t-test for impact of NCE by DLS on 
the pedagogical skills’ of the graduates by the graduates and their employers. The 
table reveals that t(628) = -1.14 and p = 0.26. The result is indicative that p>0.05 
and it is considered not to be significant. Therefore, the hypothesis that there is no 
significant difference in the mean pedagogical skills’ ratings of graduates of NCE 
by DLS by the graduates and their employers was not rejected. The study 
concludes that the ratings of graduates of NCE by DLS of pedagogical skills by 
the graduates and their employers did not significantly differ. 
Hypothesis 8 
There is no significant difference in the mean assessment skills ratings of 
graduates of NCE by DLS by the graduates and their employers. 
Table 24: Independent sampled t-test for assessment skills by graduates and 
employers    
Factor  t df Sig. (2-tailed) 
Rating on Assessment Skills -0.48 628 0.63 
Table 24 presents independent sample t-test for impact of NCE by DLS on 
the assessment skills of the graduates by graduates and their employers. The table 
reveals that t(628) = -0.48 and p = 0.63. The result indicates that p>0.05, therefore, 
it is considered not to be significant and the hypothesis that there is no significant 
difference in the mean assessment skills ratings of graduates of NCE by DLS by 
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graduates and employers was not rejected. The study concludes that the ratings of 
NCE by DLS graduates’ assessment skills by the graduates and their employers 
did not significantly differ. 
Hypothesis 9 
There is no significant difference in the mean professional competence ratings of 
graduates of the NCE by DLS from urban and rural study centres. 
Table 25: Independent sampled t-test for professional competence of 
graduates based on study centre location   
Factor  t Df Sig. (2-tailed) 
Competence 
Ratings 
4.46 628 0.00 
Table 25 presents independent sample t-test for impact of NCE by DLS on 
the professional competence of the graduates based on study centre location. The 
table reveals that t(628) = 4.46 and p = 0.00. With p<0.05, the result was considered 
significant and the hypothesis that there is no significant difference in the mean 
professional competence ratings of graduates of NCE by DLS from urban and 
rural study centres was rejected. The study concludes that NCE by DLS graduates 
from urban study centres were significantly rated higher than their counterparts 
from rural study centres based on professional competence. 
Hypothesis 10 
There is no significant difference in the mean content mastery ratings of graduates 
of NCE by DLS from urban and rural study centres. 
Table 26: Independent sampled t-test for content mastery by graduates based 
on study centre location   
Factor  t Df Sig. (2-tailed) 
Rating on Content Knowledge 6.23 628 0.00 
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Table 26 presents independent sample t-test for impact of NCE by DLS on 
subject content mastery of the graduates based on study centre location. The table 
reveals that t(628) = 6.23 and p = 0.00. With p<0.05, the result was considered 
significant and the hypothesis that there is no significant difference in the mean 
content mastery ratings of graduates of NCE by DLS from urban and rural study 
centres was rejected. The study concludes that NCE by DLS graduates from urban 
study centres were significantly rated higher than their counterparts from rural 
study centres based on content mastery. 
Hypothesis 11 
There is no significant difference in the mean pedagogical skill ratings of 
graduates of NCE by DLS from rural and urban study centres. 
Table 27: Independent sampled t-test for pedagogical skills by graduates 
based on study centre location   
Factor  t df Sig. (2-tailed) 
Rating on Teaching Method 
Skills 
1.43 628 0.15 
Table 27 presents independent sample t-test for impact of NCE by DLS on 
pedagogical skills’ ratings of the graduates based on study centre location. The 
table reveals that t(628) = 1.43 and p = 0.15. Since p>0.05, the result was 
considered not to be significant and the hypothesis that there is no significant 
difference in the mean pedagogical skills’ ratings of graduates of NCE by DLS 
from rural and urban study centres was not rejected. The study concludes that 
NCE by DLS graduates from urban and rural study centres did not significantly 
differ in terms of pedagogical skills’ ratings. 
Hypothesis 12 
There is no significant difference in the mean assessment skills’ ratings of 
graduates of NCE by DLS from rural and urban study centres. 
122 
 
Table 28: Independent sampled t-test for assessment skills by graduates 
based on location   
Factor  t df Sig. (2-tailed) 
Rating on Assessment Skills 3.61 628 0.00 
Table 28 presents independent sample t-test for impact of NCE by DLS on 
assessment skills’ ratings of the graduates based on study centre location. The 
table reveals that t(628) = 3.61 and p = 0.00<0.05, therefore, the result was 
considered significant and the hypothesis that there is no significant difference in 
the mean assessment skills’ ratings of graduates of NCE by DLS from rural and 
urban study centres was rejected. The study concludes that graduates of NCE by 
DLS from urban study centres were significantly rated higher than their 
counterparts from the rural study centres in terms of demonstration of assessment 
skills.  
Hypothesis 13 
There is no significant difference in the mean professional competence ratings of 
male and female graduates of NCE by DLS. 
Table 29: Independent sampled t-test for professional competence of 
graduates based on gender   
Factor  T df Sig. (2-tailed) 
Competence 
Ratings 
-0.29 628 0.77 
Table 29 presents independent sample t-test for impact of NCE by DLS on 
the professional competence of male and female graduates of the programme. The 
table reveals that t(628) = -0.29 and p = 0.77. With p>0.05, the result was 
considered not to be significant and the hypothesis that there is no significant 
difference in the mean professional competence ratings of male and female 
graduates of NCE by DLS was not rejected. The study concludes that male and 
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female graduates of NCE by DLS did not significantly differ in terms of 
professional competence.  
Hypothesis 14 
There is no significant difference in the mean content mastery ratings of male and 
female graduates of NCE by DLS by the graduates and their employers. 
Table 30: Independent sampled t-test for content mastery of graduates based 
on gender   
Factor  t df Sig. (2-tailed) 
Rating on Content Knowledge 1.58 628 0.12 
Table 30 presents independent sample t-test for impact of NCE by DLS on 
the content mastery of male and female graduates of the programme. The table 
reveals that t(628) = 1.58 and p = 0.12. With p>0.05, the result was considered not 
to be significant and the hypothesis which states that there is no significant 
difference in the mean content mastery ratings of male and female graduates of 
DLS NCE by the graduates and their employers was not rejected. The study 
concludes that male and female graduates of NCE by DLS did not significantly 
differ in terms of subject content mastery.  
Hypothesis 15 
There is no significant difference in the mean pedagogical skills’ ratings of male 
and female graduates of NCE by DLS. 
Table 31: Independent sampled t-test for pedagogical skills’ of graduates 
based on gender   
Factor  t df Sig. (2-tailed) 
Rating on Teaching Method 
Skills 
1.30 628 0.71 
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Table 31 presents independent sample t-test for impact of NCE by DLS on 
the subject pedagogical skills of male and female graduates of the programme. 
The table reveals that t(628) = 1.30 and p = 0.71. With p>0.05, the result was 
considered not to be significant and the hypothesis which states that there is no 
significant difference in the mean pedagogical skills’ ratings of male and female 
graduates of NCE by DLS was not rejected. The study concludes that male and 
female graduates of NCE by DLS did not significantly differ in terms of 
pedagogical skills.  
Hypothesis 16 
There is no significant difference in the mean assessment skills’ ratings of male 
and female graduates of NCE by DLS. 
Table 32: Independent sampled t-test for assessment skills of graduates based 
on gender   
Factor     t df Sig. (2-tailed) 
Rating on Assessment Skills -1.03 628 0.09 
Table 32 presents independent sample t-test for impact of NCE by DLS on 
the assessment skills of male and female graduates of the programme. The table 
reveals that t(628) = -1.30 and p = 0.09. With p>0.05, the result was considered not 
to be significant and the hypothesis which states that there is no significant 
difference in the mean assessment skills’ ratings of male and female graduates of 
NCE by DLS was not rejected. The study concludes that male and female 
graduates of NCE by DLS did not significantly differ in terms of exhibition of 
assessment skills.  
4.3 Discussion of Findings 
Findings of this study are based on the feedback from both the 
questionnaire administered on the graduates and the ratings their employers made 
on them. The findings of the study are reported below:   
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Impact of NCE by DLS on the professional competence of the graduates 
The researcher in determining the impact of NCE by DLS on the 
professional competence of the graduates narrowed it down to the impact the 
programme has made on the graduates’ content mastery, pedagogical skills, and 
assessment skills. Equally determined were the differences in the graduates’ mean 
professional competence ratings, mean content mastery ratings, mean pedagogical 
skills’ rating, and mean assessment skills’ ratings by the graduates and their 
employers. The essence of finding the differences in the mean ratings by the 
graduates and their employers was to enable the researcher to triangulate the 
ratings made by the graduates with that done by their employers. The results from 
the analyses revealed that NCE by DLS had significant positive impact on the 
professional competence, content mastery, pedagogical skills and assessment 
skills of the graduates.  
These findings are not very far from the findings of earlier researchers.  
Aluko, (2009) who studied the impact of Advanced Certificate in Education 
(ACE) programme on the professional practice of the graduates reported that the 
programme made significant impact on the graduates in the acquisition of 
teaching method skills and time management. ProjectStoc, (2014a), (2014b) in 
their different studies came up with the findings that the different trainings the 
students went through made significant impact on their professional competences 
at graduation. Mohammed, Ismaila, Durodola and Ekpunobi, (2006) in their 
research on Teacher Education at a Distance: Impact on Community Development 
discovered that as a result of the programme, graduates were found suitable to be 
assigned positions and responsibilities in their schools. They were consulted by 
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the community on different issues. Some of the graduates had opportunities for 
higher education as a result of the programme. 
 The reason which could be adduced for the finding that the NCE by DLS 
had significant positive impact on the professional competence of the graduates is 
that NTI has put in place several quality assurance mechanisms to ensure that 
quality instructions go on at the study centres. As a matter of priority NTI carries 
out various measures aimed at assuring quality. Some of these include routine 
monitoring of the study centres, National Commission for Colleges of Education 
(NCCE) monitoring and evaluation of programmes aimed at assessing the 
academic standards in the NCE by DLS study centres and accreditation of NTI 
NCE by DLS course by NCCE at intervals. Stakeholders are not left out in these 
routine monitoring of the study centres.   
One of the findings of this study that NCE by DLS has significant positive 
impact on the content mastery of the graduates was backed by the findings of 
Mohammed, Ismaila, Durodola and Ekpunobi, (2006); and Kunter, Baumert, 
Voss, Klusmann, Richter and Hachfeld (2013). Mohammed, Ismaila, Durodola 
and Ekpunobi, (2006) whose researches found out that DLS graduates acquired 
new knowledge and skills as a result of the training they went through. According 
to the researchers, the content mastery of the graduates was so significant that 
many of them were promoted. Kunter, Baumert, Voss, Klusmann, Richter and 
Hachfeld (2013) in their own study, found out that the teachers acquired teachers’ 
pedagogical content knowledge from their teacher training programme and this 
had positive impact on their students. 
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On the other hand the findings of Adeyanju, (2006), ESSPIN (2010) and 
Cameron, (2015) were at variance with the finding of this study that NCE by DLS 
has significant positive impact on the content mastery of the graduates. Adeyanju 
(2006) in a study on the Review of Pre- Service Teacher Education Curricula in 
Nigeria found out that the content mastery of the teachers was inadequate. The 
researcher attributed the findings to the fact that the curriculum implemented by 
conventional colleges of education was not in consonance with the primary school 
curriculum.  
ESSPIN (2010) in their study to establish the minimum knowledge and 
capability of primary school teachers in Nigeria reported that teachers performed 
woefully on tests that measure fundamental aspects of their profession. They also 
found out that the teachers failed to exhibit the minimum knowledge and 
capability expected of a primary school teacher. Equally, Cameron (2015), in a 
research survey on the competence of teachers who individually received ESSPIN 
– teacher training and those who did not receive ESSPIN – teacher training found 
that the content mastery of the teachers who did not receive ESSPIN – teacher 
training was limited. The researcher explained that these teachers were 
comfortable with items drawn from lower primary English and Mathematics 
curriculum, while their performance declined with items drawn from upper 
primary curriculum. 
Other findings of this study are that NCE by DLS has significant positive 
impacts on both the pedagogical skills and assessment skills of the graduates. 
These findings were supported by Aluko (2009), Eurobarometer (2010), and 
Murdock, Williams, Becker, Bruce and Young (2012). Aluko (2009), in a study 
on the impact of an Advanced Certificate in Education (ACE) Program on the 
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Professional Practice of Graduates, discovered that the programme made 
significant impact on the graduates in the acquisition of teaching method skills 
and time management. Eurobarometer, (2010) in a survey research on employers’ 
perception of graduate employability in all European countries found out the 
graduates acquired the skills required of them at the companies. Murdock, 
Williams, Becker, Bruce and Young (2012) who carried out a study on the 
differences in the acquisition of basic counselling skills between students enrolled 
in on-campus and online course sections of an introductory counselling skills 
course reported that the students in conventional and DLS modes demonstrated 
the same level of basic counselling skills irrespective of the method of delivery. 
Contrary to the findings of this study that NCE by DLS significantly 
affected the method skills and assessment skills of the graduates, Saba, Ma’aji and 
Tsado (nd), investigating the pedagogical skills adopted by lecturers in the 
teaching of electrical and electronics engineering in the universities in Northern 
Nigeria, found out that the students did not acquire any skill at graduation. Also 
Wickramasinghe and Perera (2010) in their own study on graduates’, university 
lecturers’ and employers’ perceptions towards employability skills discovered that 
the graduates did not acquire the needed skills. So they were unemployable.  
In comparing the ratings the graduates did on their professional 
competence, content mastery, pedagogical skills’ acquisition and assessment 
skills’ acquisition with the ratings of their employers, this study showed that the 
ratings of NCE by DLS graduates’ professional competence by the graduates and 
their employers did not significantly differ. Other findings were that the ratings of 
NCE by DLS graduates’ content mastery by the graduates and their employers did 
not significantly differ; the ratings of NCE by DLS graduates’ acquisition of 
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pedagogical skills by the graduates and their employers did not significantly 
differ; and that the ratings of NCE by DLS graduates’ acquisition of assessment 
skills by the graduates and their employers did not significantly differ. 
These reports were supported by Aluko (2009) who discovered from her study 
that the principals of ACE graduates concurred with the graduates that the 
graduates in their schools play leadership roles unlike those who had not attended 
the programme. 
Influence of location on professional competence of the graduates 
The results from this study showed that NCE by DLS graduates from 
urban study centres were significantly rated higher than their counterparts from 
rural study centres in professional competence, content mastery and in 
demonstration of assessment skills. Only in pedagogical skills’ ratings did the 
study show that NCE by DLS graduates from urban and rural study centres did not 
significantly differ.  
The results that NCE by DLS graduates from urban study centres were 
significantly rated higher than their counterparts from rural study centres in 
professional competence, content mastery and in demonstration of assessment 
skills were supported by researches carried out by Bature, Bature and Oloyede 
(2008), Owoeye and Yara (2011), Ekpunobi (2007) and Adeyemi and Adeyemi 
(2013). 
Bature, Bature and Oloyede (2008) studied the effect of school type and 
location on junior secondary school students’ performance in mathematics. The 
result showed that students from urban schools performed significantly higher 
than those from rural schools in mathematics.  In Owoeye and Yara (2011) 
research on school location and academic achievement of secondary schools in 
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Ekiti, the result indicated that there was significant difference in academic 
achievement between students from urban and rural areas. The researchers 
concluded that students in urban areas had better academic achievement than 
those from the rural areas. Ekpunobi (2007), in her study on the Level of 
Acquisition of Selected Science Process Skills among NTI NCE (DLS) Integrated 
Science Students in North Central Nigeria, reported that the students whose study 
centres were located in the urban areas demonstrated the acquisition of the science 
skills significantly higher than those from rural study centres.  
Several reasons can be given to explain why NCE by DLS graduates from 
urban study centres were significantly rated higher than their counterparts from 
rural study centres in professional competence, content mastery and in 
demonstration of assessment skills in spite of the fact that admission and 
recruitment policies are the same. Experiences and exposures of the facilitators in 
urban study centres most of whom are lecturers in the universities or colleges of 
education could have robbed on the graduates in terms of professional 
competence, content mastery and demonstration of assessment skills. The 
graduates themselves could have equally benefitted from facilities in their urban 
environment in terms of internet services and use of libraries to enhance their 
professional competence, content mastery and assessment of skills 
The works of Ezeudu and Obi (2013) and Adeyemi and Adeyemi (2013) 
supported one of the results of the present study which showed that NCE by DLS 
graduates from urban and rural study centres did not significantly differ in terms 
of pedagogical skills’ ratings. Ezeudu and Obi (2013) carried out a study on the 
effects of gender and location on students’ achievement in chemistry in secondary 
schools in Nsukka Local Government Area of Enugu State, Nigeria. One of the 
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results showed that there was no significant difference in the academic 
achievement of students in chemistry in both rural and urban schools.  
Adeyemi and Adeyemi (2013) also conducted a research in Oshun State 
comparing junior secondary school students’ performance in English and social 
studies on the basis of gender, school location and school type. The study revealed 
that there was no significant influence of gender, type of school, and school 
location on students’ performance in English and social studies.  Based on the 
results the researchers therefore drew the conclusion that school location had no 
significant influence on JSS3 students’ performance in English and social studies 
in Oshun State.  
The result of the present study which showed that NCE by DLS graduates 
from urban and rural study centres did not significantly differ in terms of 
pedagogical skills’ ratings could be explained on the fact that methodologies are 
acquired through training. The facilitators, despite the location of the centre, 
helped the graduates to adequately acquire and use appropriate pedagogical skills. 
Influence of gender on professional competence of the graduates  
The findings of this study show that male and female graduates of NCE by 
DLS did not significantly differ in terms of professional competence and that male 
and female graduates of NCE by DLS did not significantly differ in terms of 
content mastery. Other  discoveries in this study as regards influence of gender on 
professional competence of the graduates was that male and female graduates of 
NCE by DLS did not significantly differ in terms of acquisition of pedagogical 
skills and exhibition of assessment skills.  
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These findings were supported by earlier works by Achor, Kurumeh and 
Orokpo (2012), Udousoro (2011), Okonna, Ushie, and Okworo (2014), and 
Afuwape and Oludipe (2008). Achor, Kurumeh and Orokpo (2012) in their 
research investigated the gender dimension in predictors of students’ performance 
in MOCK-SSCE practical and theory chemistry examinations in some secondary 
schools in Nigeria. They discovered that there was no significant relationship 
between SATPKC, Mock-SSCE practical and Mock-SSCE theory for male and 
female students. The result of a research carried out by Udousoro (2011) on the 
effects of gender and mathematics ability on academic performance of students in 
Chemistry showed that there was no significant effect that gender had on the 
academic performance of chemistry students.   
Okonna, Ushie, and Okworo (2014) who studied the effect of gender on 
academic performance of maritime trainees in Nigeria taught with Web-based 
resources, came up with the finding that there was no significant difference 
between the academic performance of male and female maritime security trainees 
in Nigeria after being taught with Web- based resources. Afuwape and Oludipe 
(2008) equally carried out a research in a college of education in the south west 
region of Nigeria on the integrated science achievement of graduating pre-service 
teachers over a period of three years. Their finding revealed that there was no 
significant difference in academic achievement in integrated science between the 
male and female students. Adeyemi and Adeyemi (2013) also conducted a 
research in Oshun State comparing junior secondary school students’ performance 
in English and social studies on the basis of gender, school location and school 
type. One of their results revealed that there was no significant influence of gender 
on students’ performance in English and social studies.   
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The reason for the influence of gender on professional competence of the 
graduates not being significant in terms of content mastery, pedagogical skills, 
and exhibition of assessment skills could be attributed to the fact that the same 
admission criteria applied to all the students irrespective of gender. Equally 
important was the fact that the learning conditions for all the students were the 
same. They all had the same number of hours for instruction and the same 
facilitators took them. The female graduates must have also taken the challenge to 
excel along with the men despite family encumbrances.  
Findings from the studies of Mustafa (2013) and Khwaileh and Zaza 
(2011) contradict the findings of this work that male and female graduates of NCE 
by DLS did not significantly differ in terms of professional competence, subject 
content mastery, pedagogical skills, and exhibition of assessment skills.  Mustafa 
(2013) carried out a study to determine the levels of professional competence 
among high school teachers as well as to identify the differences based on gender 
and work experience. The findings showed that there is significant difference 
between the female and male teachers in terms of professional competency in the 
area of content mastery. According to the study, the exhibition of content mastery 
among female teachers is higher than among male teachers.  
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CHAPTER FIVE 
SUMMARY, CONCLUSION AND RECOMMENDATIONS 
 
5.1 Introduction 
This chapter discussed the summary, major conclusions, 
recommendations, limitations and contribution to knowledge of the study which 
sought to assess impact of Nigeria Certificate in Education by Distance Learning 
System on the professional competence of the graduates in Benue State.  It also 
offers some suggestions for further research.  
 
5.2 Summary 
This study presented the report of a survey which assessed the impact of 
Nigeria Certificate in Education by Distance Learning System on the professional 
competence of the graduates. The main motivation of the study was to ascertain 
the extent to which the programme equipped the graduates in their professional 
competency in terms of content mastery, acquisition of both teaching 
methods/strategies and assessment skills.  The other motivation of the study was 
to find out whether gender and study centre location had influence on the 
acquisition of these skills by the graduates. There was an extensive review of 
related literature which helped the researcher to articulate the 
theoretical/conceptual framework of the study.  
The data for the study were collected through the use of NCE by DLS 
Graduate Performance Questionnaire (NGPQ) for the DLS graduates; and NCE by 
DLS Employer Rating Scale (NERS) for the employers/head teachers of the 
graduates. A total of 504 NTI NCE by DLS graduates from 2010 – 2014 were 
sampled through the NGPQ administered on them while the professional 
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competency of 126 graduates were rated by their employers/head teachers using 
NERS. The sixteen research questions were answered through the computation of 
impact mean scores and standard deviations, while t – test analysis was used to 
test the sixteen hypotheses at 0.05 level of significance.  
i. The results of the analyses revealed NCE by DLS has significant positive 
impact on the professional competence of the graduates as it relates to 
content mastery, teaching methods/strategies and assessment skills.  
 ii. The results also revealed that the ratings of the NCE by DLS graduates’ 
content mastery, acquisition of method skills and assessment skills by the 
graduates and their employers did not significantly differ.  
 iii. The male and female graduates of NCE by DLS did not significantly differ 
in terms of professional competence, content mastery, acquisition of 
methods skills and assessment skills.  
  iv. NCE by DLS graduates differ significantly in terms of professional 
competence, content mastery and assessment skills based on location of 
study centre. Graduates from urban study centres were rated significantly 
higher. 
  v.      Finally, graduates of NCE by DLS did not significantly differ in terms of 
acquisition of method skills based on study centre location. 
5.3 Conclusion 
The following conclusions were made based on the findings of this study: 
NCE by DLS had significant impact on the content mastery, teaching 
methods/strategies and assessment skills of the graduates. These findings are clear 
indications that the professional competence of NCE by DLS graduates of the NTI 
is not hindered by the mode through which they were trained. The graduates could 
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compete favourably with the NCE graduates from conventional colleges of 
education. 
There was significant difference in the impact of NCE by DLS between 
the graduates from urban and rural study centres in their professional competence, 
content mastery and assessment skills. The graduates from urban study centres 
demonstrated higher professional competence, content mastery and assessment 
skills than those from rural centres. However, in teaching methods/strategies there 
was no significant difference between the graduates from urban and rural areas.  
There was no significant difference in the impact of NCE by DLS between the 
male and female graduates in professional competence, content mastery, 
methods/strategies and assessment skills.   
5.4 Recommendations  
Based on the findings of the study, the following recommendations are 
proffered 
1. Findings clearly show that DLS is not deficient on teacher education, so DLS 
and other open learning systems should be used to train more teachers to fill 
the gaps in the number of teachers especially for basic education. 
2. NCE by DLS graduates should not be discriminated against by the various 
levels of government and the private sector during employment since it has 
been proved that they are not deficient as teachers. 
3. State governments which have not been employing NTI NCE by DLS 
graduates should give all NCE graduates the opportunity to prove themselves 
irrespective of their mode of training. 
4. NTI should double its efforts in monitoring of study centres located in the 
rural areas  
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5. There should be no discrimination in terms of gender during employment of 
teachers. 
5.5 Limitations 
The conclusion, in conjunction with the general results of this study, has the 
following limitations:  
1. The study is limited to only NTI NCE by DLS graduates in Benue State. 
2. The study excluded the views of the pupils taught by the NTI NCE by DLS 
graduates. 
3. The reported level of impact of NCE by DLS on the graduates’ professional 
competence, content mastery, acquisition of teaching methods/strategies and 
acquisition of assessment skills might have been affected by a number of 
factors including continuing professional development trainings by other 
institutions and organizations.  
 
5.6 Suggestions for Further Studies 
The following suggestions are made for further studies. 
1. A study of this type should be carried out in other states of the federation. 
2. A study of this type should be carried out on the NCE graduates of conventional 
colleges of education. 
3. There should be a comparative study on the level of professional skills and 
competencies of NCE by DLS graduates and graduates of conventional colleges 
of education. 
4. Future studies should investigate relationship between the impact of NCE by DLS 
on the graduates and the learners’ performance.  
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5. Future studies should also be conducted on the views of learners and other 
stakeholders on the impact of NTI NCE by DLS on the performance of the 
graduates in the teaching-learning process.  
 
5.7. Contributions to Knowledge 
The unique contribution of this study to knowledge is in its ability to shed 
light on the potential of DLS to produce qualified and competent teachers for 
basic education in Nigeria. It, in fact, clearly shows that DLS is not a deficit 
model of producing teachers as teachers produced through the system are 
equipped with the requisite content knowledge, pedagogical skills, attitudes and 
behaviours expected of teachers. The findings of the study indicate that both the 
graduates who participated in the study and their employers agree that DLS 
graduates are not deficient in content mastery, teaching methods and assessment 
skills. 
Moreover, the findings of the study will provide critics and sceptics of 
DLS as a mode of training teachers’ opportunities. The critics will be adequately 
informed on the benefits and utility of this mode of teacher education as an 
alternative to the conventional method of producing teachers through the colleges 
of education.  
This study is equally an addition to the studies on DLS which is an area 
that still needs to be explored further to meet the yearning needs of qualified and 
competent teachers for the basic education sub-sector.  Through the findings of 
this study, many areas for further studies have been opened.  
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APPENDIX B 
LETTER OF INTRODUCTION TO NTI NCE by DLS GRADUATE 
       National Teachers’ Institute, 
Benue State Office, 
       Makurdi. 
         . 
Dear NCE by DLS Graduate, 
I am conducting a study to find out how your participation in the NTI NCE 
by Distance Learning Programme is helping you to fulfil your calling as a teacher 
in the Nigerian education system. Kindly respond truthfully to the statements by 
ticking in the column any of the categories that reflects your opinion on any of the 
statements. There are no wrong or right answers. The responses you provide will 
be used purely for research purposes and confidential. 
The questionnaire is in two parts. Section A requires you to provide 
information about yourself, while section B seeks to capture your opinion on the 
level of impact the NCE by DLS has had on you as a professional teacher. 
 
          
      Mrs Catherine C. Ogbonna 
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APPENDIX C 
NCE BY DLS GRADUATE PERFORMANCE QUESTIONNAIRE (NGPQ) 
SECTION A: BIODATA  
Instruction: Please tick as appropriate in the spaces below: 
1. Gender: Male..................  Female................ 
 
2. Age:   20 and below.................. 
 21 – 30............................  
 31 – 40............................  
 41 – 50............................  
 50 and above.................. 
3. Location of NCE Study Centre: Urban………….…  Rural……………     
SECTION B 
Impact of the Programme  
Instruction: Tick as appropriate in the boxes below which of the following 
statements reflects your views with regard to your participation in the NTI/NCE 
by DLS.  
{Strongly Agree (SA); Agree (A); Undecided (UD); Disagree (D); Strongly 
Disagree (SD)} 
Skill areas S/N Statements SA  A UD D SD 
Content 
Knowledge 
 
1 The programme helped me to understand 
my subject(s) very well 
     
2 The programme did not provide me with 
adequate knowledge in my subject area 
     
3 The programme helped to improve my 
competency level in my subject area 
     
4 My competency level recorded no 
improvement through the programme  
 
 
    
 
5 
The programme improved my 
understanding of the primary school 
curriculum 
     
6 The programme added no value to my 
understanding of the primary school 
curriculum 
     
Teaching method  
skills 
7 The programme equipped me with skills to 
organise pupils for optimal learning   
     
8 The programme did not prepare me 
adequately to motivate pupils to learn   
     
9 The programme equipped me with skills to 
make effective use  of  teaching aids 
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10 The programme did not help me to 
understand the principles of child centred-
learning 
     
11 The programme helped me to use the  
chalkboard effectively 
     
12 The programme did not give me the 
confidence I needed to write good lesson 
plans 
     
13 The programme helped me to make 
effective use of textbooks and other 
learning resources 
     
Assessment 
skills 
 
 
 
14 The programme enhanced my ability to 
conduct and mark continuous assessment 
(CA)   
     
15 The programme did not enhance my ability 
to record and use  CA scores   
     
16 The programme improved my ability to 
asses children’s learning  during  and after 
lessons 
 
 
    
17 The programme did not improve my ability 
to set items/questions for termly, promotion 
and other examination 
     
 
18 
The programme improved my ability to 
mark pupils’ papers/workbooks and record 
their scores 
     
19 The programme did not improve my ability 
to report results to pupils and parents 
     
20 The programme increased my 
understanding of the various uses of 
assessment 
     
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
     
159 
 
APPENDIX D 
 
LETTER OF INTRODUCTION TO EMPLOYER OF NCE BY DLS 
GRADUATE 
       National Teachers’ Institute,  
        Benue State Office 
        Makurdi. 
         . 
Dear Employer, 
I am conducting a study on the Impact of the NTI NCE by DLS on the 
professional competence of the graduates in terms of subject mastery, acquisition 
of teaching method skills, and acquisition of assessment skills. Kindly use this 
instrument to rate the NCE by DLS graduate in your school as per performance in 
the classroom. Indicate the extent to which the graduate has demonstrated the 
identified skill or competence. Be objective in your ratings as your assessment 
will have no effect on the graduate and will only be used to triangulate the 
graduates’ self-reporting of their competence level in the same skills. Your rating 
of each of the graduates teaching in your institution will be confidential and used 
purely for research purposes.  
The rating schedule is in two parts. Section A requires you to provide 
information about the graduate, while section B seeks to capture your rating of the 
level of impact of the NCE by DLS on the graduate as a professional teacher.  
 
          
       Mrs Catherine C.  Ogbonna 
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APPENDIX E 
NCE BY DLS EMPLOYERS’ RATING SCALE (NERS) 
SECTION A: BIODATA  
Instruction: Please tick as appropriate in the spaces below: 
1. Gender of Employee:    Male.....................   
      Female................ 
2. Employee’s NCE Centre Location:      Urban……………                
      Rural…………… 
SECTION B 
Impact of the Programme  
Instruction: Tick as appropriate in the boxes below which of the following 
statements reflects your views with regard to your employment of graduates of the 
NTI/NCE by DLS. 
{Very Large Extent (VLE); Large Extent (LE); Not Sure (NS); Not Large Extent 
(NLE); Not Very Large Extent (NVLE)}. 
SECTION B 
Impact of the Programme  
Skill Areas S/N Statements VLE 
   
LE 
 
NS 
 
NLE 
 
NVLE 
 
Content 
Knowledge 
 
 
 
 
 
 
1. The programme helped the graduate to 
understand their subject (s) very well 
     
2. The programme did not provide the 
graduate with adequate knowledge in 
their subject area 
     
3. The programme helped to improve their 
competency level in their subject area 
     
4. Their competency level did not show any 
improvement through the programme  
     
5. NTI NCE by DLS graduates are below 
NCE graduates from other institutions in 
Nigeria in terms of academic knowledge 
     
6. The programme improved their 
understanding of the primary school 
curriculum 
     
7. The programme added  no value  to their 
understanding of the primary school 
curriculum 
     
Teaching 
Method skills 
8. The programme equipped them with 
skills to organise pupils for optimal 
learning   
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9. The programme did not prepare them 
adequately to motivate pupils to learn   
     
10. The programme equipped them with 
skills to make effective use  of  teaching 
aids 
     
11. The programme did not help them to 
understand the principles of child centred-
learning 
     
12. The programme helped them to use the  
chalkboard effectively 
     
13. The programme did not give them the 
confidence they needed to write good 
lesson plans 
     
14. The programme helped them to make 
effective use of textbooks and other 
learning resources 
     
Assessment 
skills 
 
15. The programme enhanced their ability to 
conduct and mark continuous assessment 
(CA)   
     
16. The programme did not enhance their 
ability to record and use  CA scores   
     
17. The programme improved their ability to 
assess children’s learning  during  and 
after teaching 
     
18. The programme did not improve their 
ability to set questions for termly, 
promotion and other examinations 
   -  
19. The programme improved their ability to 
mark pupils’ papers/workbooks and 
record their scores 
     
20. The programme did not improve their 
ability to report results to pupils and 
parents 
    - 
21. The programme increased their 
understanding of the various uses of 
assessment 
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APPENDIX F  
VALUATORS’ REPORT  
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APPENDIX G  
DATA ANALYSES 
Reliability: NCE by DLS Graduate Performance Questionnaire (NGPQ)  
Scale: All Variables 
 
                                           Case Processing Summary 
 
                    Valid 
Case            Excludeda 
                   Total 
       N 
       50 
         0 
       50 
% 
100.0 
       .0 
100.0 
                               a. Listwise deletion based on all variables in the procedure 
 
 
                       Reliability Statistics 
        Cronbach’s Alpha                                 
                               .877 
N of Items 
                             20 
 
 
                
 
                                                 Item Statistics 
 Mean Std.Deviation N 
One 
Two 
Three 
Four 
Five 
Six 
Seven 
Eight 
Nine 
Ten 
Eleven 
Twelve 
Thirteen 
4.22 
2.50 
4.32 
2.24 
4.54 
2.14 
4.18 
2.52 
4.32 
2.04 
4.46 
2.30 
4.36 
1.148 
1.389 
.957 
1.302 
.646 
1.309 
.825 
1.446 
.868 
1.212 
.676 
1.594 
.851 
50 
50 
50 
50 
50 
50 
50 
50 
50 
50 
50 
50 
50 
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Fourteen 
Fifteen 
Sixteen 
Seventeen 
Eighteen 
Nineteen 
Twenty 
4.04 
2.16 
3.96 
2.48 
4.20 
2.18 
4.40 
968 
1.095 
1.009 
1.460 
.782 
1.101 
756 
50 
50 
50 
50 
50 
50 
50 
 
 
 
                                                                                            Scale Statistics 
Mean Variance Std.Deviation N of Item 
67.56 340.619 18.456 20 
 
 
 
 
 Reliability Statistics:  NCE by DLS Employers Rating Scale (NERS) 
 
 
Cronbach’s 
Alpha 
Cronbach’s Alpha 
Based on 
Standardized 
Items 
N of Items 
 
                     .982 
 
                      .986 
 
            21 
 
 
 
                           Case Processing Summary 
             N % 
Valid  
Cases Excluded
a 
Total 
                       10 
                         0 
                       10 
                100 
                    0 
                100 
 
        a. Listwise deletion based on all variables in the procedure 
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Descriptive for Research Question 1 
Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
Item 1 630 1.00 5.00 3.1222 1.31977 
Item 2 630 1.00 5.00 3.2349 1.30867 
Item 3 630 1.00 5.00 3.0889 1.12708 
Item 4 630 1.00 5.00 3.4016 1.27928 
Item 5 630 1.00 5.00 3.2968 1.31247 
Item 6 630 1.00 5.00 3.4048 1.37995 
Item 7 630 1.00 5.00 3.3206 1.36922 
Item 8 630 1.00 5.00 3.2587 1.27519 
Item 9 630 1.00 5.00 3.2254 1.31640 
Item 10 630 1.00 5.00 3.3206 1.33632 
Item 11 630 1.00 5.00 3.2619 1.47247 
Item 12 630 1.00 5.00 3.7063 1.44792 
Item 13 630 1.00 5.00 3.0556 1.40466 
Item 14 630 1.00 5.00 2.9794 1.34905 
Item 15 630 1.00 5.00 3.2698 1.48127 
Item 16 630 1.00 5.00 3.3079 1.50477 
Item 17 630 1.00 5.00 3.2190 1.48322 
Item 18 630 1.00 5.00 3.7206 1.52083 
Item19 630 1.00 5.00 3.4937 1.45055 
Item 20 630 1.00 5.00 3.2270 1.38613 
Valid N (listwise) 630     
 
One-Sample Statistics 
 N Mean Std. Deviation Std. Error Mean 
Competence Ratings 630 3.2723 .51846 .02066 
 
t-test for Hypothesis 1 
One-Sample Test 
 
Test Value = 3.00 
t Df Sig. (2-
tailed) 
Mean 
Difference 
95% Confidence Interval 
of the Difference 
Lower Upper 
Competence 
Ratings 
13.183 628 .000 .27230 .2317 .3129 
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Descriptive for Research Question 2 
Descriptive Statistics 
 
N Minimum Maximum Mean Std. Deviation 
Item 1 630 1.00 5.00 3.1222 1.31977 
Item 2 630 1.00 5.00 3.2349 1.30867 
Item 3 630 1.00 5.00 3.0889 1.12708 
Item 4 630 1.00 5.00 3.4016 1.27928 
Item 5 630 1.00 5.00 3.2968 1.31247 
Item 6 630 1.00 5.00 3.4048 1.37995 
Valid N (listwise) 630 
    
 
One-Sample Statistics 
 N Mean Std. Deviation Std. Error Mean 
Rating on Content 
Knowledge 
630 3.2582 .72145 .02874 
 
t-test for Hypothesis 2 
One-Sample Test 
 Test Value = 3.00 
T df Sig. (2-
tailed) 
Mean 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Content 
Knowledge 
8.983 628 .000 .25820 .2018 .3146 
 
Descriptive for Research Question 3 
 
Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
Item 7 630 1.00 5.00 3.3206 1.36922 
Item 8 630 1.00 5.00 3.2587 1.27519 
Item 9 630 1.00 5.00 3.2254 1.31640 
Item 10 630 1.00 5.00 3.3206 1.33632 
Item 11 630 1.00 5.00 3.2619 1.47247 
Item 12 630 1.00 5.00 3.7063 1.44792 
Item 13 630 1.00 5.00 3.0556 1.40466 
Valid N (listwise) 630     
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One-Sample Statistics 
 N Mean Std. Deviation Std. Error Mean 
Rating on Teaching Method 
Skills 
630 3.3070 .71639 .02854 
 
t-test for Hypothesis 3 
 
One-Sample Test 
 
Test Value = 3.00 
t Df Sig. (2-
tailed) 
Mean 
Difference 
95% Confidence Interval 
of the Difference 
Lower Upper 
Rating on Teaching 
Method Skills 
10.757 628 .000 .30703 .2510 .3631 
 
Descriptive for Research Question 4 
 
Descriptive Statistics 
 N Minimum Maximum Mean Std. Deviation 
Item 14 630 1.00 5.00 2.9794 1.34905 
Item 15 630 1.00 5.00 3.2698 1.48127 
Item 16 630 1.00 5.00 3.3079 1.50477 
Item 17 630 1.00 5.00 3.2190 1.48322 
Item 18 630 1.00 5.00 3.7206 1.52083 
Item19 630 1.00 5.00 3.4937 1.45055 
Item 20 630 1.00 5.00 3.2270 1.38613 
Valid N (listwise) 630     
 
One-Sample Statistics 
 N Mean Std. Deviation Std. Error Mean 
Rating on Assessment skills 630 3.3170 .80719 .03216 
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t-test for Hypothesis 4 
 
One-Sample Test 
 
Test Value = 3.00 
t df Sig. (2-
tailed) 
Mean 
Difference 
95% Confidence Interval 
of the Difference 
Lower Upper 
Rating on 
Assessment skills 
9.857 628 .000 .31701 .2539 .3802 
 
Descriptive for Research Question 5 
Group Statistics 
 
Sample Type N Mean Std. 
Deviation 
Std. Error 
Mean 
Competence 
Ratings 
Graduate of NCE by 
DLS 
504 3.2536 .50252 .02238 
Employers of 
Graduates of NCE by 
DLS 
126 3.3472 .57391 .05113 
 
t-test for Hypothesis 5 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Difference 
Std. Error 
Difference 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Competence 
Ratings 
Equal variances 
assumed 
4.862 .028 -
1.817 
628 .070 -.09365 .05155 -.19487 .00757 
Equal variances 
not assumed 
  
-
1.678 
175.90
4 
.095 -.09365 .05581 -.20380 .01650 
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Descriptive for Research Question 6 
 
Group Statistics 
 
Sample Type N Mean Std. 
Deviation 
Std. Error 
Mean 
Rating on Content 
Knowledge 
Graduate of NCE 
by DLS 
504 3.243
4 
.73833 .03289 
Employers of 
Graduates of NCE 
by DLS 
126 3.317
5 
.64891 .05781 
 
t-test for Hypothesis 6 
Independent Samples Test 
 
Levene's Test for 
Equality of 
Variances 
t-test for Equality of Means 
F Sig. T df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. 
Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Content 
Knowledge 
Equal variances 
assumed 
3.387 .066 -
1.03
1 
628 .303 -.07407 .07185 -.21518 .06703 
Equal variances 
not assumed 
  
-
1.11
4 
213.4
50 
.267 -.07407 .06651 -.20517 .05703 
 
Descriptive for Research Question 7 
 
Group Statistics 
 
Sample Type N Mean Std. 
Deviation 
Std. Error 
Mean 
Rating on Teaching 
Method Skills 
Graduate of NCE by 
DLS 
504 3.2908 .70313 .03132 
Employers of 
Graduates of NCE 
by DLS 
126 3.3719 .76667 .06830 
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t-test for Hypothesis 7 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Teaching Method 
Skills 
Equal variances 
assumed 
2.342 .126 -
1.13
6 
628 .256 -.08107 .07134 -.22116 .05902 
Equal variances 
not assumed 
  
-
1.07
9 
181.1
07 
.282 -.08107 .07514 -.22933 .06719 
 
Descriptive for Research Question 8 
 
Group Statistics 
 
Sample Type N Mean Std. 
Deviation 
Std. Error 
Mean 
Rating on 
Assessment skills 
Graduate of NCE by 
DLS 
504 3.3092 .82214 .03662 
Employers of 
Graduates of NCE 
by DLS 
126 3.3481 .74669 .06652 
 
t-test for Hypothesis 8 
Independent Samples Test 
 
Levene's Test for 
Equality of 
Variances 
t-test for Equality of Means 
F Sig. T df Sig. (2-
tailed) 
Mean 
Differen
ce 
Std. 
Error 
Differen
ce 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Assessment 
Skills 
Equal variances 
assumed 
2.309 .129 -.483 628 .629 -.03883 .08045 -.19681 .11915 
Equal variances 
not assumed 
  
-.511 207.5
14 
.610 -.03883 .07593 -.18853 .11087 
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Descriptive for Research Question 9 
Group Statistics 
 Location N Mean Std. Deviation Std. Error Mean 
Competence Ratings 
Urban 321 3.3614 .52423 .02926 
Rural 309 3.1798 .49655 .02825 
 
 
t-test for Hypothesis 9 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Competence 
Ratings 
Equal variances 
assumed 
1.264 .261 4.461 628 .000 .18160 .04071 .10165 .26155 
Equal variances 
not assumed 
  
4.465 627.83
8 
.000 .18160 .04067 .10173 .26146 
 
Descriptive for Research Question 10 
 
Group Statistics 
 Location N Mean Std. Deviation Std. Error Mean 
Rating on Content 
Knowledge 
Urban 321 3.4289 .71289 .03979 
Rural 309 3.0809 .68779 .03913 
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t-test for Hypothesis 10 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on Content 
Knowledge 
Equal variances 
assumed 
1.133 .287 6.231 628 .000 .34796 .05584 .23830 .45762 
Equal variances 
not assumed 
  
6.235 627.99
7 
.000 .34796 .05580 .23838 .45755 
 
Descriptive for Research Question 11 
 
Group Statistics 
 Location N Mean Std. Deviation Std. Error Mean 
Rating on Teaching Method 
Skills 
Urban 321 3.3471 .77873 .04346 
Rural 309 3.2654 .64392 .03663 
 
t-test for Hypothesis 11 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. T df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. 
Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Teaching Method 
Skills 
Equal variances 
assumed 
11.306 .001 1.43
3 
628 .152 .08176 .05705 -.03027 .19378 
Equal variances 
not assumed 
  
1.43
8 
614.1
26 
.151 .08176 .05684 -.02987 .19339 
 
Descriptive for Research Question 12 
Group Statistics 
 Location N Mean Std. Deviation Std. Error Mean 
Rating on Assessment Skills 
Urban 321 3.4299 .79656 .04446 
Rural 309 3.1997 .80269 .04566 
t-test for Hypothesis 12 
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Independent Samples Test 
 
Levene's Test for 
Equality of 
Variances 
t-test for Equality of Means 
F Sig. T df Sig. (2-
tailed) 
Mean 
Differen
ce 
Std. 
Error 
Differen
ce 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Assessment 
Skills 
Equal variances 
assumed 
.126 .722 3.61
2 
628 .000 .23018 .06372 .10505 .35532 
Equal variances 
not assumed 
  
3.61
2 
626.
683 
.000 .23018 .06373 .10503 .35534 
 
Descriptive for Research Question 13 
Group Statistics 
 Gender N Mean Std. Deviation Std. Error Mean 
Competence Ratings 
Male 310 3.2661 .48209 .02738 
Female 320 3.2783 .55210 .03086 
 
t-test for Hypothesis 13 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. T df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. 
Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Competence 
Ratings 
Equal variances 
assumed 
9.565 .002 -
.294 
628 .769 -.01215 .04135 -.09335 .06904 
Equal variances 
not assumed 
  
-
.295 
621.3
75 
.768 -.01215 .04126 -.09318 .06887 
 
Descriptive for Research Question 14 
 
Group Statistics 
 
Gender N Mean Std. Deviation Std. Error 
Mean 
Rating on Content 
Knowledge 
Male 310 3.3043 .69587 .03952 
Female 320 3.2135 .74376 .04158 
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t-test for Hypothesis 14 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Differenc
e 
Std. Error 
Differenc
e 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on Content 
Knowledge 
Equal variances 
assumed 
2.413 .121 1.58
0 
628 .115 .09076 .05743 -.02201 .20353 
Equal variances 
not assumed 
  
1.58
2 
627.24
4 
.114 .09076 .05736 -.02189 .20341 
 
 
Descriptive for Research Question 15 
Group Statistics 
 Gender N Mean Std. Deviation Std. Error Mean 
Rating on Teaching Method 
Skills 
Male 310 3.3018 .72119 .04096 
Female 320 3.3152 .70068 .03917 
 
 
t-test for Hypothesis 15 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Difference 
Std. Error 
Difference 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on Teaching 
Method Skills 
Equal variances 
assumed 
.793 .374 1.295 628 .713 .18666 .05665 .07542 .29791 
Equal variances 
not assumed 
  
1.294 625.69
9 
.711 .18666 .05667 .07537 .29796 
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Descriptive for Research Question 16 
Group Statistics 
 Gender N Mean Std. Deviation Std. Error Mean 
Rating on Assessment Skills 
Male 310 3.3346 .79590 .04520 
Female 320 3.3969 .81125 .04535 
t-test for Hypothesis 16 
Independent Samples Test 
 
Levene's Test for 
Equality of Variances 
t-test for Equality of Means 
F Sig. t df Sig. (2-
tailed) 
Mean 
Difference 
Std. Error 
Difference 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Rating on 
Assessment Skills 
Equal variances 
assumed 
.610 .435 -
1.034 
628 .092 -.16231 .06405 -.28809 -.03653 
Equal variances 
not assumed 
  
-
1.035 
627.89
9 
.091 -.16231 .06403 -.28806 -.03657 
 
 
 
